The 
DUCATIONAL 


TWELFTH EDUCATIONAL CONFERENCE 
NEW YORK CITY, OCTOBER 30-31, 1947 


Under the auspices of 


The Educational Records Bureau; the Graduate Record Office 

of the Carnegie Foundation for the Advancement of Teaching; 

the Committee on Measurement and Guidance, the Cooperative 

Test Service, and the National Committee on Teacher Examinations 
of the American Council on Education 


SUPPLEMENT NUMBER 17 


JANUARY 1948 


THE AMERICAN COUNCIL ON EDUCATION 








es a 


The 
EDUCATIONAL RECORD 


VOLUME XXIX SUPPLEMENT NO. 17 


JANUARY 
1948 


COPYRIGHT 1948, THE AMERICAN COUNCIL ON EDUCATION 











AMERICAN COUNCIL ON EDUCATION 
1947-48 


ADMINISTRATION 
OFFICERS 


Cuataman: Leonard Carmichael, President, Tufts College 
First Vice Cuatrman: John W. Harbeson, Principal, Pasadena Junior College 


Seconp Vice Cuarrman: Florence Fallgatter, Professor of Home Economics Educa- 
tion, Iowa State College 


Secretary: Eugene B. Elliott, State Superintendent of Public Instruction, Lansing, 
Michigan 


Treasurer: Corcoran Thom, Chairman of the Board, American Security and Trust 
Company, Washington, D.C. 


EXECUTIVE COMMITTEE 


Until May 1950: Russell M. Grumman, Director, University Extension, Uni- 
versity of North Carolina; William P. Tolley, Chancellor, Syracuse University. 

Until May 1949: Henry H. Hill, President, George Peabody College, representing 
the American Association of Teachers Colleges; Edward B. Rooney, S.J., representing 
the Jesuit Educational Association 

Until May 1948: Herman B. Wells, President, Indiana University; Helen C. 
White, Professor of English, University of Wisconsin, representing the American 
Association of University Women 

Ex Officio: Leonard Carmichael, Chairman, American Council on Education; 
Eugene B. Elliott, Secretary, American Council on Education; George F. Zook, 


President, American Council on Education; John W. Studebaker, United States 
Commissioner of Education 


EXECUTIVE OFFICERS 


Georce F. Zook, President 

A. J. Brumsauau, Vice President 

Francis J. Brown, Staff Associate 

Rosert D. Quick, Manager of Publications 
Grace R. Onrtricn, Chief Accountant 

Heten C. Hur ey, Assistant to the President 
Mary Irwin, Editor 


Published Quarterly by 
THE AMERICAN COUNCIL ON EDUCATION 
744 Jackson Place, Washington 6, D.C. 
75 cents a copy $3.00 a year 
Entered as second-class matter June 8, 1932, at the Post Office at 
Washington, D.C., under the Act of August 24, 1912 





ust 


on; 
ok, 
ites 


——— 


The Educational Record 


January 1948 


A. J. Brumsaucu, Editor 


PPPS SOS SSS SSS SETS ST SeE? 


CONTENTS 


CoNTRIBUTORS TO THIs ISSUE 


TWELFTH EDUCATIONAL CONFERENCE: A REVIEW 


Arthur E. Traxler 
THE PROBLEM OF First PRINCIPLES IN HIGHER EDUCATION 


Ordway Tead 
EDUCATION IN THE Mopern Wor._p Harold Taylor 
CONTRASTING SocIAL SysTEMS: RUSSIAN AND AMERICAN 


Stephen Duggan 
Wuat, WHEN, AND How To TELt SCHOOL AND COLLEGE 


YOUTH ABOUT OCCUPATIONS Robert Hoppock 
Tue Use or PREFERENCE MEASUREMENT IN VOCATIONAL 
GUIDANCE Frederic Kuder 


THE RELATION OF SocIAL COMPETENCE TO SOCIAL ADJ USTMENT 


Edgar A. Doll 
AMERICAN EDUCATION AND THE TESTING MOVEMENT 


William P. Tolley 
MopERN TRENDS IN EDUCATION FROM A HISTORIAN’S 
VIEWPOINT 
Postwar EDUCATION IN BriTIsH SCHOOLS 
C. Thurston Chase, Jr. 
Tue NEED For BETTER COOPERATION BETWEEN SCHOOL AND 
COLLEGE Burton P. Fowler 
THE IMPROVEMENT OF READING IN ELEMENTARY SCHOOLS 
Emmett Albert Betts 
IMPROVEMENT OF READING IN HIGH SCHOOL AND COLLEGE 
Ivan A. Booker 
THIRTEENTH ANNUAL MEETING OF INSTITUTIONAL MEMBERS OF 
THE EDUCATIONAL RECORDS BUREAU: COMMITTEE REPORTS 


Troyer S. Anderson 


16 
30 


41 


55 


65 


77 


86 


97 


111 


130 


141 


162 


172 


POSS SSS SSS SSS SPS TS SESS ESSE ESET TTY 














Contributors 


ARTHUR E. TRAXLER, Associate Director, Educational Records Bureau 

Orpway Teap, Chairman, Board of Higher Education, New York City 

Haroitp Tay tor, President, Sarah Lawrence College 

STEPHEN DucGAN, Director Emeritus, Institute of International Edu- 
cation 

Rosert Hoppock, Professor of Education, New York University 

FrepDERIc Kuper, Professor of Psychology, Duke University 

Epcar A. Dott, Director of Research, The Training School, Vineland, 
New Jersey 

WituiaM P. Totrey, Chancellor, Syracuse University 

Troyer S. ANDERSON, Chairman, Department of History, Hunter 
College 

C. THurston CuHasg, Jr., Headmaster, Eaglebrook School 

Burton P. Fow.er, Headmaster, Germantown Friends School 

Emmett A. Betts, Professor of Psychology and Director of Reading 
Clinic, Temple University 

Ivan A. Booker, Assistant Director, Research Division, National 

Education Association 





1g 


The Educational Record 





Twelfth Educational Conference 


A Review 
By ARTHUR E. TRAXLER 


at the Roosevelt Hotel in New York City on October 

30 and 31, 1947, was devoted to the general theme 
“Education for Social and Vocational Adjustment.” The con- 
ference was under the joint auspices of the Educational Records 
Bureau; the Cooperative Test Service, the National Commit- 
tee on Teacher Examinations, and the Committee on Measure- 
ment and Guidance of the American Council on Education; 
and the Graduate Record Office of the Carnegie Foundation 
for the Advancement of Teaching. The National Committee 
on Teacher Examinations joined the group of sponsoring 
organizations this year. 

Although this series of annual educational conferences is 
under the sponsorship of organizations engaged primarily in 
objective testing, the meetings have always been kept on a 
broad educational basis. In this conference, as in the preceding 
ones, the majority of the sessions dealt with subjects other than 
educational measurement. Among the topics discussed were 
principles and trends in higher education, cooperation between 
school and college in the solving of admission problems, Rus- 
sian education compared with American education, present-day 
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education in England, and problems in the improvement of 
reading ability. 

The attendance at the conference was approximately 65 per. 
cent greater than the attendance at the Eleventh Educational 
Conference in 1946, and it was, surprisingly enough, larger 
than the attendance in any prewar year. There was a total of 
878 registrants representing 440 institutions. The number and 
percentage of representatives from different types of institu- 
tions were as follows: 


Number of Number of 








Type of Institution Institutions Percentage Registrants Percentage 
Independent schools............. 207 47.0 365 41.6 
Colleges and universities........ 125 28.4 194 22.1 
Pe MEG i vivsicccasiccdccnss 51 11.6 145 16.6 
Miscellaneous (including repre- 

sentatives of state and federal 

departments, social service or- 

ganizations, business organiza- 

tions, and magazines and news- 

DRONE) ob cistareavecstweraenes 57 13.0 173 19.7 
a ee ee ee 440 100.0 878 100.0 


One reason for the unusually large total number of regis- 
trants was the keen interest in the session on reading, which 
attracted more than two hundred persons in addition to those 
registered for the rest of the conference. This session was of 
especial interest to representatives of independent schools and 
public schools, and it caused the percentages of registrants from 
these two types of schools to increase noticeably in compar- 
ison with the percentage of registrants from colleges and 
universities. 

The conference was opened by the chairman of the Thurs- 
day morning session, Henry T. Moore, president, Skidmore 
College. The first speaker was Ordway Tead, chairman, 
Board of Higher Education, New York City, whose subject 
was “The Problem of First Principles in Higher Education.” 
Dr. Tead pointed to the lack of unity of outlook as basic to 
dissatisfaction with the process and product of higher educa- 
tion. He urged the need for building the superstructure of 
educational content on unity of philosophic and religious con- 
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viction. He indicated that the justification for the existence 
of colleges must be found in their contribution to the affirma- 
tion of moral conviction and spiritual insight and the accept- 
ance of these as bases for action. 

The second speaker, Harold Taylor, president, Sarah 
Lawrence College, in discussing his subject, “Education in the 
Modern World,” challenged the present-day educational sys- 
tem with its heavy emphasis upon knowledge and its mechanical 
program of credits, units of study, lectures, and mass educa- 
tion. His central theme was that if education is to meet the 
needs of the modern age, it must develop creative intelligence 
and a sense of values. He called for marked reforms in 
higher education, including the replacement of the lecture 
system and mass methods of instruction with an individualized 
program centered upon a curriculum in which each student 
would take an active part in discussing the controversial issues 
of modern life. The centering of attention upon the under- 
standing of present-day problems would do much, the speaker 
indicated, to restore student enthusiasm for liberal education. 

Dwayne Orton, director of education, International Busi- 
ness Machines Corporation, presided at the Thursday luncheon 
meeting. The introductory remarks of Dr. Orton were so 
thoroughly germane to the spirit of the conference that per- 
mission has been secured from him to quote his comments. 
The quotation will be found at the end of this review. 

The subject of the luncheon speaker, Stephen Duggan, direc- 
tor emeritus, Institute of International Education, was “Con- 
trasting Social Systems: Russian and American.” Dr. Duggan 
presented a graphic contrast between the educational philos- 
ophies and practices in Russia and the United States. The 
Soviet government, the speaker explained, has made the 
Russian schools a place of propaganda for its faith. There 
is a definite educational objective which is a strong Russia and 
an unquestioning acceptance of Communist philosophy. The 
Russian schools are completely militarized; the curriculum is 
one in which applied science is stressed; the humanities are not 
highly regarded; and the social studies are taught from the 
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viewpoint of communism. Dr. Duggan contrasted this highly 
centralized, rigid educational system with the free, decen- 
tralized, experimental educational system which is basic to 
American democracy. He also compared other social institu. 
tions in the two countries, including the state, the family, the 
church, and the agencies of communication. 

The Thursday afternoon session, under the chairmanship 
of Harold Gulliksen, research director, College Entrance Ex. 
amination Board, dealt with problems of vocational guidance 
and social adjustment. Dr. Gulliksen introduced Robert 
Hoppock, professor of education, New York University, who 
spoke on “What, When, and How to Tell School and College 
Youth about Occupations.” Dr. Hoppock outlined clearly the 
kinds of information that counselors should be prepared to give 
to young people concerning occupations, including especially the 
nature of the work, the qualifications required, the prepara- 
tions needed, the manner of entrance to the occupations, the 
opportunities for advancement, the probable earnings in the 
occupation, particularly at the beginning, the number of work- 
ers needed in the occupation, and the advantages and disad- 
vantages of choosing each particular vocation. He indicated 
the points in a student’s progress through high school and col- 
lege where he is especially likely to need vocational counseling, 
and he discussed a variety of ways of presenting occupational 
information to individuals. 

The second speaker was Frederic Kuder, professor of psy- 
chology, Duke University, who is the author of the widely used 
Preference Record.’ In discussing his subject, ‘The Use of 
Preference Measurement in Vocational Guidance,” Dr. Kuder 
briefly reviewed pertinent research data relative to the value 
of the preference type of item in predicting school achievement 
and occupational success, and then turned to the practical ques- 
tion of how available data may best be used in the prediction of 
success in a variety of occupations. He indicated the desira- 
bility of trying to find those occupational profiles which most 
resemble an individual’s preference profile in order to reduce 


1Kuder, Preference Record (Chicago: Science Research Associates, 1942). 
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the number of occupations to a comparatively small group that 
can be investigated thoroughly. He pointed out some of the 
problems involved in comparing a given person’s preference 
profile with profiles based on the preference scores of indi- 
viduals successfully employed in different occupations. 

Edgar A. Doll, director of research, The Training School, 
Vineland, New Jersey, spoke on “The Relation of Social Com- 
petence to Social Adjustment.” Dr. Doll first explained the 
behavioral concept of social adjustment and discussed certain 
important biological, psychological, and social principles in the 
learning situation. He deplored the current emphasis on the 
acquisition of knowledge and the underemphasis on self- 
reliance in the pursuit of knowledge. At this point, his thesis 
was closely similar to that of Dr. Taylor in the morning session. 
The speaker then considered the question of the measurement 
of personal adequacies and indicated the values and applica- 
tions of a technique such as that employed in his well-known 
Vineland Social Maturity Scale.2, He advised the measurement 
of social competence in terms of social purposes or meanings 
and pointed to the importance of the determination of stages 
of social maturation in the formulation of educational objec- 
tives, curriculums, and procedures. 

Allan V. Heely, headmaster, The Lawrenceville School, and 
chairman of the Board of Trustees of the Educational Records 
Bureau, presided at the dinner meeting on Thursday evening. 
The guest speaker was William P. Tolley, chancellor, Syracuse 
University, whose subject was “American Education and the 
Testing Movement.” Dr. Tolley stressed the progress that had 
been made in the testing field, but he warned that the realiza- 
tion of the values inherent in testing instruments depended 
upon the wise use of these instruments and the extent to which 
research specialists were able to explain their data and tech- 
niques in terms understandable to school and college faculties. 
He discussed the opportunity and responsibility for leadership 
in educational and psychological measurement that would de- 


*Doll, Vineland Social Maturity Scale (Minneapolis: Educational Test 
Bureau, 1946). 
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volve upon the several nonprofit-making organizations whose 
testing facilities it is proposed shall be merged. These organi- 
zations include the American Council on Education, the Col. 
lege Entrance Examination Board, and the Carnegie Founda- 
tion for the Advancement of Teaching. 

In opening the Friday morning session, the chairman, Ronald 
Beasley, of Groton School, pointed to the fact that people 
more and more are turning to the historian for guidance and 
perspective in these troubled times. He introduced Troyer 
Anderson, chairman, department of history, Hunter College, 
who spoke on ‘‘Modern Trends in Education from a Histor- 
ian’s Viewpoint.” Professor Anderson first referred to the 
unity in philosophy and pattern of education which existed in 
the Middle Ages because practically everyone being educated 
was being educated for the church. Thus, education adjusted 
very slowly to the development of national culture and tended 
to act as a brake upon developments in the political and eco- 
nomic fields. He then turned to the question of what education 
is contributing today in terms of making democracy work, 
finding and meeting the requirements of the industrial age, and 
bringing the countries of the world closer together. He dis- 
cussed the decline of liberal education, the rise of universal 
education, and the concept of the extremely open mind. He 
indicated the dangers that face a democratic community when 
highly organized minorities are able to block effective action. 
Democracy, he stressed, is a means to action, not a right to 
inaction. He indicated that the technical problems facing 
different nations in the great industrial areas are common 
problems and that differences in philosophy may be somewhat 
offset by the tendency of the technically educated and tech- 
nically responsible elements in the different countries to ex- 
change ideas and to try to work out a solution to their problems 
through cooperation. 

The second speaker was C. Thurston Chase, Jr., headmaster, 
Eaglebrook School, whose subject was “Postwar Education in 
English Schools.” In introducing the speaker, Chairman 
Beasley reminded the audience that the children who came 
from the city of Oxford and University of Oxford, England, 
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to this country during the war, came over as a group that was 
organized by the university and city officials. When the war was 
over, they invited one representative from each school or col- 
lege that had taken care of their children during the war to go 
over to Oxford and attend the summer school session which 
was on developments of Western civilization during the twen- 
tieth century. Forty-three representatives of American schools 
made the trip in the summer of 1947. Mr. Chase, as well as 
Mr. Beasley, was a member of that group. 

Mr. Chase’s address was a report of his observations based 
upon seven weeks of travel and study of English schools. The 
speaker discussed the history and trends of education in the 
time-honored public schools (or independent schools as the 
term is used in the United States), the state- or government- 
supported schools, and the grant-aided grammar schools. He 
commented on the new structure of state-supported education 
as planned and initiated by the late Margaret Wilkinson. He 
spoke favorably of the high quality of the English teachers and 
of their ability to stimulate love of scholarship in English chil- 
dren at an early age, and he indicated areas in which American 
education might profit from a study of the English system. 

At the Friday luncheon session, H. Sherman Oberly, dean of 
admissions, University of Pennsylvania, presided. The speaker 
was Burton P. Fowler, headmaster, Germantown Friends 
School, who discussed the subject ‘“The Need for Better Co- 
operation between School and College.” Dr. Fowler, who is 
chairman of the Committee on School and College Relations of 
the Educational Records Bureau, took as a reference point for 
his address the pooled deliberations of representatives of his 
committee and of subcommittees of the College Entrance Ex- 
amination Board and the National Council of Independent 
Schools in an earlier meeting. He dealt first with the problem 
of the indication of college choice, and he pointed out the 
difficulties that arise when applicants for admission to college 
are required to state whether the college to which they are 
applying is their first, second, third, or other choice. He then 
considered the values and limitations of quantitative data re- 
garding college preparation and aptitude and urged that more 
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attention be given to the evaluation of the individual as 4 
whole, including the use of qualitative information. A lively 
discussion following Dr. Fowler’s address revealed keen in. 
terest in the subject and a willingness to try to arrive at a solu. 
tion of the problems on the part of both secondary school rep. 
resentatives and college admissions officers. 

The Thirteenth Annual Meeting of the Institutional Mem- 
bers of the Educational Records Bureau was held in conjunc. 
tion with the Friday afternoon session. This session was under 
the chairmanship of Vernon G. Smith, superintendent, Scars- 
dale Public Schools. Reports of meetings of standing commit. 
tees which had been held at 9:00 A.M. on the preceding day 
were made by the committee chairmen as follows: Independent 
Schools Advisory Committee, Wilmot R. Jones, Friends 
School, Wilmington, Delaware; Public Schools Advisory Com- 
mittee, J. Wayne Wrightstone, Board of Education, New York 
City; Committee on School and College Relations, Burton P. 
Fowler, Germantown Friends School; Committee on Tests and 
Measurements, Clarke W. Slade, The Slade School. 

Since there was no further general business, Dr. Smith 
opened the program on Problems in the Improvement of Read- 
ing. The subject of the first speaker, Emmett A. Betts, pro- 
fessor of psychology and director of the Reading Clinic, Tem- 
ple University, was “The Improvement of Reading in the 
Elementary School.” Dr. Betts traced the progress of research 
and instructional techniques in reading from their beginning to 
the present. He identified various periods, including the 
period of emphasis on laboratory research, the period of em- 
phasis on classroom problems, the period of emphasis on silent 
reading, the period of broadened perspective, and the current 
period of emphasis on child development. He stressed the 
point that instructional materials and teaching procedures have 
been developed to a stage where all normal children can have 
successful experience with reading, if teachers will acquire the 
pre-service and in-service training to give them the needed pro- 
fessional preparation. 

The last speaker was Ivan A. Booker, assistant director, Re- 
search Division, National Education Association, whose sub- 
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ject was “The Improvement of Reading in High School and 
College.” Dr. Booker called attention to the relationship be- 
tween reading ability and success in school and adult life. He 
outlined the elements of a successful reading program at the 
secondary school and college level, including determination of 
reading ability, instruction in reading according to need, and 
guidance in the application of reading skills by classroom 
teachers. He indicated the main emphases needed in reading 
instruction at the advanced levels of the school system. 

Following the discussion of the papers presented by Dr. 
Betts and Dr. Booker, there was a demonstration of a new 
projection technique for the development of reading through 
the use of motion pictures under the auspices of the Graduate 
School of Education of Harvard University. The demonstra- 
tion was sponsored by the National Association of Remedial 
Teachers, a new organization which was meeting for the first 
time in conjunction with the Twelfth Educational Conference. 
The demonstration was presented by William Perry, Jr. and 
Charles P. Whitlock of the Harvard Bureau of Study Counsel. 

The first annual meeting of the National Association of 
Remedial Teachers was held on Friday evening, following the 
conference. The guest speaker was Dr. Stella S. Center, direc- 
tor, The Reading Clinic, New York University. 

The Invitational Conference on Testing Problems, spon- 
sored by the Committee on Measurement and Guidance of the 
American Council on Education, was held on Saturday, Novem- 
ber 1, under the chairmanship of Henry Chauncey, director, 
College Entrance Examination Board. The morning session 
was devoted to a discussion of projective techniques and their 
validity. The speakers and subjects were as follows: Percival 
M. Symonds, professor of education, Teachers College, Colum- 
bia University, “Survey of Projective Techniques”; Eugenia 
Hannfman, Psychological Clinic, Harvard University, ‘‘Pro- 
jective Methods in OSS Assessment”; Ruth L. Munroe, Psy- 
chology Faculty, Sarah Lawrence College, ““Academic Success 
and Personal Adjustment in College”; Thomas Harris, of 
Harris, Rust, and Hawthorne, Personnel Research Consult- 
ants, “Use of Projective Techniques in Industrial Selection.” 
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The afternoon session was concerned with differential predic- 
tion. Following is a list of the speakers and their topics: Led- 
yard Tucker, head, Statistical Analysis Department, College 
Entrance Examination Board, ‘Problem of Differential Crite- 
ria”; George K. Bennett, president, The Psychological Cor- 
poration, “Testing for Vocational Guidance in High School”; 
Henry S. Dyer, director of the Office of Tests, Harvard Uni- 
versity, “Testing for Selection of Major Field’; Benjamin 
Bloom, Board of Examiners, University of Chicago, ‘Testing 
in the Study of Educational Progress.” 

The papers read in the Invitational Conference will be pub- 
lished in a brochure by the American Council on Education. 


REMARKS OF Dr. DWAYNE ORTON AT LUNCHEON SESSION 
or TWELFTH EDUCATIONAL CONFERENCE, OCTOBER 30, 1947 


The program of the Twelfth Educational Conference of 
the Educational Records Bureau and cooperating agencies is 
continuing testimony to the comprehensive interests and sig- 
nificant educational purposes which have molded these pro- 
grams. From the beginning, testing and allied techniques of 
guidance have been regarded by this conference as instruments 
committed to a larger end—the development of human values. 

It is easy to confuse the means and the ends in the field of 
guidance. The phenomenal development of psychological in- 
struments from rats in a maze to psychosomatic medicine has 
claimed such enthusiasm and solid scholarship that we have 
often become engrossed in technical tactics when we should 
have been concerned with the grand strategy of human values. 

This error of confusing ends and means is encountered in 
all human institutions. The history of the Hebrew-Christian 
tradition reveals a recurrent emergence of Isaiahs who see 
“The Lord high and lifted up,” while the technicians tithe 
mint, anise, and cummin and leave undone the weightier mat- 
ters of the law. Our vaunted scientific age suffers from the 
same spiritual myopia. Thoughtful people everywhere are 
raising the question: “Has science been trusted too much so 
that it has turned into a monster whose final triumph is man’s 
own destruction?” Can man’s character control what his 
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mind has conceived? With profligate abandon, we applied 
the resources of the earth, the sea, and the air to fight a war 
over this issue—is man made for the state or is the state 
made for man? 

Are there any among us who have not witnessed personnel 
departments or guidance institutions committing the error of 
treating the means as ends? Art for art’s sake or pure unap- 
plied research in physical science may be justified, but research 
in the human sciences must be conditioned by human conse- 
quences. 

It is the tradition of this conference to see the forest as 
well as the trees. Although sponsored by most of the agencies 
which are concerned with the discovery and application of 
techniques of testing and recording human qualities, the con- 
ference finds that technical instruments reach their highest 
good in the contribution they make to the larger purpose of 
human welfare. In the light of this tradition, the test not only 
classifies the individual in the framework of norms, but it also 
separates him from the group as an individual. A machine 
that collates data must also sort data. 

There is one more question to be raised in this company. 
Although we have developed testing of the individual to a 
highly reliable degree, to what extent have we developed our 
ability to test society? We approach a curriculum problem 
by asking, ‘““What is there in this department of knowledge 
that we can get into a curriculum?” The subject has these 
logical divisions: What can we get into this course from these 
divisions? Or, how much of this subject can the student absorb 
in this time at this level? Why not turn the searching light 
of testing on society? Let us find out what society needs of 
this subject. While education would, indeed, be poor if it 
neglected fifth century Athens, should it begin there? Or, 
should it begin in the twentieth century and turn the search- 
light of the golden age on contemporary life? 

These rambling remarks are but one way of saying that this 
conference is dedicated to the high purposes of viewing the 


instruments of human guidance in the light of their human 
purposes. 














The Problem of First Principles in 
Higher Education 


By ORDWAY TEAD 


HE PUBLIC COLLEGES of the City of New York can 

supply the text and the illustration for the problem 

which I wish to present. To make my point as forcefully 

as possible I shall somewhat exaggerate my illustration. Es- 

sentially the picture which I shall suggest is one which, with 

minor deviations, prevails at an increasing number of our state 
universities. 

The student body and to some extent the faculty of our 
city colleges include Protestants, Catholics, Jews, ethical cul- 
turists, scientific humanists, atheists, agnostics. It is only a 
momentary accident that the roster may not include Moslems, 
Hindus, Buddhists, representatives of some Chinese religion, 
and other religious affiliations. As the number of foreign stu- 
dents and foreign teachers increases, so too will the diversity 
of religious and philosophical outlooks increase, not only in 
public, but also in private independent colleges. 

I trust there will be agreement with my premise that, if in 
such situations there is to be some recognized unity of educa- 
tional motive, purpose, attitude, and drive, there has also to be 
throughout the institution some acceptance of a nucleus of com- 
mon values. I cannot escape the conclusion reached by James 
Truslow Adams when he says, “Unless we can agree as to 
what the values of life are, we clearly can have no goal in 
education, and if we have no goal, the discussion of methods 
is futile.” If there are some common values implicit in the 
kind of situation I have described, it would seem to me that 
we are under obligation to formulate what they are in an ex- 
plicit way. Moreover, such an effort to be explicit will, in fact, 
mean the beginning of a statement of first principles. 

American higher education, reflecting the cosmopolitan 
condition of American life itself, thus confronts a really new 
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problem. It is a problem of the practical living together and 
learning together of those with an extraordinary diversity of 
cultural, religious, and philosophical backgrounds and beliefs. 
Each body of doctrine and creed tends to be held by its re- 
spective communicants as of the nature of ultimate truth. 
Fundamentally, and at least in theory, many of these doc- 
trinal bodies are sure that they have the way of salvation and 
that apart from affiliation with them, salvation here or here- 
after cannot take place. At this basic point the underlying 
conviction of such groups thus becomes a delimiting and an 
excluding relationship with those who do not choose to become 
members of the only true faith. Logically, each group makes 
a virtually universalistic claim. 

Yet in practical life this logic never gets pressed to its ulti- 
mate, either in the view we take of the faiths of other groups, 
or in the human relations we have with their adherents. In- 
deed, the facts of practical reality are quite different. We 
live, work, study, and aspire in what is in most aspects of our 
common life a common community. That common community 
is confronted by common problems, acknowledged by all to 
be common. They are probiems which are intellectual, moral, 
and spiritual. They are problems of governance, of economics, 
of science, of art. Specifically, as we come together out of 
these widely disparate faiths, we unite in the task of higher 
education. We are co-workers and members of a shared fel- 
lowship from the moment all of us set foot upon the campus. 
It is chiefly when we retire to our worship, or whatever its 
equivalent may be in our own group, that we draw away into 
separate, isolated, and in a sense conflicting institutions and 
attitudes. 

I say again that this poses a problem which we have as yet 
hardly recognized or formulated. The public colleges practice 
a complete neutrality on all matters of ultimate belief and 
conviction and are insistent upon a scrupulous secularity. In 
short, we have no organized frame of reference, no philosophy, 
in the sense that philosophy has the task of elucidating the 
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relevance (as Whitehead says’) of various types of existence 
to each other. The natural consequence of this is that each 
teacher is a law unto himself in respect to the presuppositions 
and underlying philosophy of life and education from which 
he works. Naturally, also, these suppositions are of the most 
diverse and contradictory kinds. There are those who would 
make a philosophy and a religion of scientism; those who 
would make a philosophy and a religion of statism. There are 
those who hold the philosophy of Marx, or of Freud, or of 
Thomas Aquinas as determining. And this only suggests the 
variety of underlying premises out of which individual teach- 
ing may today proceed. 

The question may properly be asked whether any other 
state of affairs is either desirable or possible. As to the de- 
sirability of it, my position is that the consequence of this 
philosophical diversity is at the bottom of our dissatisfaction 
with the entire process and product of higher education. 

Walter Lippmann has given forceful expression to these 
adverse consequences, and, by and large, I join in his indict- 
ment. He has said: 


There is no common faith, no common body of principles, no common 
body of knowledge, no common moral and intellectual discipline. Yet 
the graduates of these modern schools are expected to form a civilized 
community. They are expected to govern themselves. They are expected 
to have a social conscience. They are expected to arrive by discussion at 
common purposes. When one realizes that they have no common culture, 
is it astounding that they have no common purpose? That they worship 
false gods? That only in war do they unite? That in the fierce struggle 
for existence they are tearing Western society to pieces? They are the 
graduates of an educational system in which, though attendance is com- 
pulsory, the choice of the subject matter of education is left to the 
imagination of college presidents, trustees, and professors, or even to the 
whims of the pupils themselves. We have established a system of educa- 
tion in which we insist that while every one should be educated, yet there 
is nothing in particular that an educated man must know.? 


* Alfred North Whitehead, Modes of Thought (New York: Macmillan Co.), 
p. 95. 


* An address delivered before the American Association for the Advancement 
of Science, December 29, 1940. 
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Stating the dilemma more closely in operational terms of 
conduct in the classroom, the outcome is all too often that 
science is dealt with by the science teacher as an isolated end 
in itself; that history is treated as a body of facts selected 
arbitrarily by each historian; that economics is primarily an 
effort to discover laws out of an analysis of the past; that 
sociology is an impersonalized and abstruse description of 
the interrelations of persons and groups; and that the great 
achievements of all the arts are considered more in terms of 
analysis than of appreciation. 

In the absence of a frame of reference or of some agreed 
body of principles, the university today tends to handle knowl- 
edge for the sake of knowledge, art for art’s sake, and schol- 
arship for the scholar’s sake. In such a situation, as the stu- 
dent moves from class to class and from teacher to teacher, 
the only possible upshot is inevitably one of thorough befud- 
dlement, of intellectual fragmentation, of philosophical an- 
archy, and of spiritual blindness. Higher education can thus 
arrive at no meaning, no unity, and no direction, beyond those 
which the student has the determination and the insight to 
derive from what is placed before him. 

If we ask whether any other situation is possible, there will, 
of course, be many to point to the different underlying situa- 
tion in the church-related colleges and perhaps to some extent 
in the private independent colleges. The church-related col- 
leges would correctly contend that they operate on a basis of 
accepted first principles. The extent to which this unifying 
influence emerges in the conduct of such colleges, and in the 
impact of it upon the mind and life of the students, varies 
tremendously from institution to institution. Recently, a 
prominent ecclesiastical educator admitted to me that the temp- 
tation in such colleges always is to be so insistent upon stress- 
ing the emergence of first principles and upon imparting estab- 
lished doctrine that the claims of general education tend too 
readily to be subordinated. Also realistically, whether for 
better or for worse, the church-related colleges certainly do 
not have the strength of appeal to students that they mani- 
fested a generation ago. 
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While the philosophical presuppositions of the private inde. 
pendent colleges are virtually as confused as those of public 
colleges, it is probably true that many of them have a tradi. 
tion of older unifying values and formulations, which carries 
over a certain ethical and moral momentum from earlier days, 
Yet in each succeeding decade this momentum becomes less 
controlling, both to faculties and to students. Thus, an atmos. 
phere which is essentially one of moral laissez faire and of 
social solipsism or isolationism tends increasingly to prevail. 

Finally, the fact is that, in quantitative terms, the public 
colleges are year by year enrolling a larger portion of the 
college-age group, and all forms of private higher education 
are losing ground in relative enrollments. This argues that 
the basic problem which I am posing regarding absence of 
underlying premises will inevitably become more general and 
more serious in the moral and spiritual irresponsibility which 
accrues out of higher education for more and more young 
people. 

I realize that there are still those who say that the college 
is concerned primarily with the intellect, and should have 
little, if anything, to do with character; that the conservation 
and enlargement of scholarship should be the dominant pur- 
pose; that to pass on the existing cultural heritage takes pre- 
cedence over any consideration of the utilization of that her- 
itage to inform and control the solution of contemporary prob- 
lems. I, of course, dissociate myself from this point of view. 

It seems to me that if we ask in a common-sense mood what 
it is we want out of colleges, what the need of the community 
is in respect to the equipment and the dynamic of college grad- 
uates, we have to acknowledge that we seek and require a 
more inclusive result. For me the only defensible view is that 
a larger and larger portion of our able young people have to 
become equipped to operate a kind of society and to develop 
a quality of personal life within that society, the problems and 
conflicts of which are more grave, more urgent, and more diffi- 
cult than the world has ever known. 


Speaking humanly and without reference to the conven- 
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tional pedagogical approaches, we should, on the ground of 

desperate need, expect the cultivation of such essential per- 

sonal qualities as the following. We need people who are 

able to identify the best values in living and who know so 

clearly what those are and why they are good that they will 

expend effort for their realization and, if necessary, make 

sacrifices for them. We need people with a developed sense 

of community responsibility, of awareness of where a public 

interest lies, of what purposes can be widely held in common, 

and of the obligations which a democratic faith imposes for 
conduct which is equalitarian, which cherishes freedom, and 
which promotes universal fraternal regard. We need people 
who can see that there is a unity in all knowledge as it is di- 
rected to the task of social amelioration. We need people 
who are reverent as they confront the necessity of conforming 
to natural law as that is progressively discovered. We need 
people who are humble in the recognition that all of truth is 
not known and who are, therefore, eager to extend understand- 
ing as a basis for mastery. We need people who are able to 
be moved by the wonder of the starry firmament above and the 
moral law within; who through the noble voices of all great 
art will be sustained and elevated; and who, in their contem- 
plation, meditation, or other soul-searching, will find there 
refreshment and renewal for the human spirit. Integrity of 
character, devotion to public good, commitment and loyalty 
to the finest vision, fraternal concern irrespective of race, 
creed, and color, persistent belief in the meliorative possibilities 
of human life, all of these qualities of personality must be un- 
folded and deepened in effectiveness. 

If I am right that these are the characteristics, attitudes, 
and behaviors that we want and that our society requires, then 
I see no escape from the conclusion that in confronting this 
need education finds its central mandate. I may be told by 
some that, posed in this fashion, the concern I have is more 
a religious than an educational one, that I am confusing the 
role of education and of religion. But I believe I am clear 
as to the operational distinction. Education has the role of 
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unfolding, releasing, informing, and developing the individual 
for a more meaningful and effective participation in the com- 
munity. Religion, on the other hand, in its purest form, has 
the role of committing, obligating, supporting, and renewing 
the individual to assume moral responsibility in all directions 
in the community. It has the beneficent power of encourag- 
ing faith, hope, love, and fellowship. And this is a power 
which is not wishfully imputed to religion, but is found in the 
experienced responses of human nature to living. 

Put in other words, education is to supply a large measure of 
the “know-how” to produce moral behavior. Religion is to 
supply the dynamism for all-around moral responsibility. The 
two are thus interdependent. They are servants of the same 
master. Education strives to develop competence to make 
intelligent choices in all human behavior. Religion strives to 
join with that competence a sense of the absolute imperative 
of individual zeal and devoutness for the common human en- 
terprise. All of life and all of effort are thus holy and sacred 
and worthy. There is no possible separation of any areas for 
which men do not have to be educated in order to assume their 
logical, ethical, and aesthetic obligations. If the logical, 
ethical, and aesthetic competence of men for their career is 
to be assured, the task of education is again broadly defined 
and established. 

There derives, it seems to me, from this need for person- 
alities possessed of the above-mentioned qualities, the accom- 
panying need for some minimum of consensus of philosophical 
view. If this educational task is to be consciously forwarded, 
the controlling presuppositions of the teacher have to be 
articulated in at least a preliminary and exploratory way. 
It becomes a task of formulating principles consistent with our 
new and universal need, rather than a matter of “going back 
to first principles,’’ as some have suggested. The obligation 
which seems to me to be upon us is to try to shape as many 
basic afirmations as can obtain common concurrence among 
groups with the most varied convictions. Or if this fails, we 
must certainly indicate the broad areas and directions in which 
such formulation has gradually to take place. 
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Indeed, I venture that there is already at work among us 
an all but inarticulate commitment toward the shaping into 
words of those common bonds of faith and hope about the 
common good in a common community, which will be nobler 
than any formulations of principle or aspiration thus far made. 
They will be nobler because they will acclaim an inclusive unity 
of communal allegiance heretofore denied us. I sense an in- 
creasing communion of those who are striving earnestly to de- 
clare that what can be agreed upon as the good and the true 
for men of all faiths is more vital to express and to promulgate 
than any of the ideologies. Agreement on certain views, aims, 
and programs is what we must have, and the aim of seeking 
agreement becomes the most basic tenet of all. To discover 
and afirm what mankind can agree upon is the new first 
commandment. 

I do not suggest that we are seeking a cheap, false, or easy 
unity of view about crucial matters, or a reconciliation of 
irreconcilable, philosophical, and religious truths. I am, rather, 
trying to suggest that on certain vital issues a growing unity 
already prevails among informed men of good will—a unity 
which necessarily transcends existing formalized philosophical 
and theological utterances, just as, of course, it transcends the 
more external differences of race and color. Our intent has 
to be to articulate a larger measure of agreed convictions 
which will, through shared experiences, progressively commend 
themselves to more and more people and be forwarded by the 
interplay of the forces of better education and purified religion. 
If we find in fact a growing desire to live by certain agreed 
truths, we can also now agree to start to formulate them, and 
thus the likelihood of education doing its job will be vastly 
enhanced. 

Let me then next suggest in the most general terms the 
kinds of underlying issues with which we are here concerned. 
The meaning, significance, and the importance of human life 
have to be persuasively affirmed. There has to be some as- 
sumption, if not conviction, that the struggle of human life 
yields real growth; that there is building going on; that there 
is the possibility of man’s increasing his mastery of his own 
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destiny; that he can utilize the forces of the natural world on 
his own behalf. Something, too, has to be said about man’s 
ability to find support and encouragement for the pursuit of 
his struggle to realize his destiny. And it has to be assumed 
that it is possible both to identify and to help in creating those 
values which seem integral to the promise of a universal human 
community. Such are the issues involved as we consider how 
it is that the need for personalities of a certain quality is to 
be met out of educational experience. 

In the interest of the widest possible human agreement about 
such matters we turn to the widest possible human experi- 
ence for suggestions for evidence and light upon possible 
answers. 

It seems to me unassailably true that when verbal differences 
are ignored and when the essential testimony of mind and 
heart is marshaled, there is a remarkable measure of agree- 
ment on what matters in thought and in act are godlike and 
are valuable to the individual and to the community. As these 
have been set forth in the lives and works of prophets, martyrs, 
seers, saviors, philosophers, and artists, there has emerged 
an extraordinary unity of feeling as to underlying faith and 
hope. 

I find, too, notable agreement concerning the organized 
roads along which a good life is to be realized. One of these 
roads is that of science which is recognized as essential both 
in method and result for the increasing mastery of our mate- 
rial and our mental worlds. Another of these roads is that 
of all the arts from which mankind perennially receives both 
refreshment and new vision yielded by the disclosures and 
revelations which the great artists bring. A further road 
utilizes what we call “democratic methods” where, under co- 
operative responsibility, the worth and dignity of each indi- 
vidual is protected and enhanced. Again, there is the road 
which may be called “worship” or “meditation” or “contem- 
plation,” where there is the reverent effort of the individual 
to align himself with powers and supports which he can so 
readily forget or ignore or fail to draw upon. 
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Our sense that high value lies in striving along these roads 
isnot illusory. It is, 1 repeat, the fruit of human experience. 
And there is profound psychological and spiritual truth, wholly 
irrespective of theological outlook, in the sentence “He who 
would know the will, let him do the will.” 

Again, in respect to the crucially important feeling that men 
are borne up and supported as they struggle to realize values, 
the reality of the support of some kind and from some source 
is a reality of human experience. We are entitled to say this 
wholly irrespective of the account that may be offered as to 
these sources of power, strength, and peace of mind, which 
men on occasion do come to know. 

Faith in the value of living and of effort, and of sacrificing 
even unto death on occasion, may be attributed by men of dif- 
ferent faiths to different sources. Men may give widely differ- 
ent accounts of the devotion that is in them, yet stand united 
together in the devotion shown to some high cause. It should 
be possible for us to agree that the devotion is more important 
than the explanations of it which our feeble minds try to for- 
mulate. 

Traditionally, man has tried in many ways to make his peace 
with the forces in the world which he could not surmount. The 
realities of death, of human affliction, suffering, disappoint- 
ment and guilt—all of human tragedy—these naturally prompt 
many to explanations which are theological in character. But 
at the least, in a way which is more than purely stoical, men 
are capable of feeling that the disappointments of the human 
soul are not merely an inevitable loss to be borne, but are also 
a challenge and a spur to offset the inroads upon human ad- 
vance which tragedy has brought in its wake. 

The realities of human experience disclose that forces within 
us are creating life and, through life, a world of extraor- 
dinary richness. These same forces within us are also judging 
the world, and it is still inexorably true that the sins of the 
fathers are visited upon the children unto the third and fourth 
generations. The forces within us are also redemptive in char- 
acter. We seek to be restored into harmony with ourselves 
and with living; and we find that restoration occurs. 
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And finally, the realities of human experience disclose that 
the human being is rich in potentialities for love among his 
fellow-men. It is this kind of world and this kind of process 
—a creating, a judging, a redeeming, and a loving process— 
which is inexorably going on in the human heart and in human 
society, wholly irrespective of the theological interpretations 
we make as to how or why these realities are so. If, through 
the forces at work in the world—creating, judging, redeeming, 
and loving forces—a direction and a re-enforcement to the 
human spirit are truly given, these spiritual facts transcend 
in importance the various names that may be given to them 
and the various attributions of human, superhuman, or super- 
natural that may be used to describe them. 

Enough related affirmations and enough reminders of sup- 
porting human experience to confirm them have now been 
suggested to indicate that there is intellectual and spiritual raw 
material out of which first principles can gradually be estab- 
lished. And they will be first principles in a new sense in that 
they will be dynamic both in content and in application, and 
they will be prospective and not retrospective in reference to 
the issues with which they are designed to cope. 

Put in another way, I have suggested that there is a possible, 
valid minimum of common belief widely shared. This is phil- 
osophical in character in that it is looking for rational founda- 
tions for experience. It is, as Whitehead suggests, an “attempt 
to enlarge the understanding of the scope of application of 
every notion which enters into our current thought.” * And 
every notion includes the enhancing of the creative role of 
man by the use of science, democracy, art, politics, and religion, 
for his growing mastery. It has to do with a view of experi- 
ence which sees as unreal or exaggerated such sharp distinc- 
tions as those between secular and sacred, material and spir- 
itual, human and divine. It has to do with the reality of our 
experience of power flowing into and through the human 
spirit. Experience knows that we are ‘“‘apprehended by that 
which we apprehend.” Experience finds that in some sense 
* See Alfred North Whitehead, of. cit., p. 234. 
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a spirit beareth witness with our spirits that we are its children. 
The heightened power of the human spirit when there is human 
effort for common good is a fact. That the spirit gains 
momentum and an accession of power in such action is known 
to everyone who has thus mobilized and expended personal 
energy devotedly. Just how we shall name this heightened 
energizing may be important; but it is less important than that 
we be energized. We do not have to try—impossibly—to 
define the divine spark and urge in order to be a party to an 
advancing of the divine in the spirit of men. 

Moreover, I submit that those both within and without 
formal religious affiliations have shared moods which have 
had strong reality and helpfulness, in which there has been 
the profound experience of a presence, of a reality, of a con- 
viction of wider meaning, which spoke directly to the indi- 
vidual spirit of a unity, a peace, and a purpose not ordinarily 
found in daily life. Call this what you will—mystical experi- 
ence, heightened intuitional power, gifts of superior insight— 
these are not the private possession of organized religious 
bodies. They are the universal possession of sensitive indi- 
viduals who find from these experiences some measure of cor- 
roboration for an affirmative view of life. 

The tragedy, of course, is that, too often, upon such expe- 
rience of vivid reality or unity, or upon some rationalized con- 
viction regarding that experience, a dogma is built up that 
here is the truth. Others have either to accept this as the 
truth or remain beyond the pale. It is to overcome the paradox 
of the restrictiveness and spiritual exclusiveness of those who 
believe that they have the final truth, that new first principles 
now have to be struggled toward. It may not be great poetry, 
but it is great good sense to see the truth in Edwin Markham’s 
quatrain: 


He drew a circle that shut me out 
Heretic, rebel, a thing to flout. 

But Love and I had the wit to win 
We drew a circle that took him in. 
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The time has now come to point up the relation of possible 
hypotheses about the meaning of life and human destiny to 
the conduct of education. Our discussion makes clear that if 
there is no unity of world outlook, of basic philosophic and 
religious conviction in the sense above described, it cannot be 
expected that the student will achieve any such unity or any 
necessary devotion, either from the personalities of the teach- 
ers he touches or from the agglomeration of subjects they set 
forth. A generation ago a piano manufacturer had as the 
slogan for his labor relations efforts: “If there is no harmony 
in the factory, there will be no harmony in the piano.” Sim- 
ilarly without some approximation of agreement about the 
matters here under review, there can be no harmony in the 
faculty and no harmony in the intellectual and spiritual connec- 
tions established between faculty and students, and faculty 
and community. In short, if philosophical presuppositions 
and basic outlooks imply anything as to the uses of knowledge, 
the direction of effort, the dedication of talent, and the building 
of community, they imply everything. Our basic convictions 
as to what is valuable are the foundations upon which the 
whole superstructure of educational content is built. And if 
these underpinnings are ignored or are in confusion, moral 
anarchy, intellectual scatteration, and a spiritual void prevail. 

If the natural sciences, the social sciences, and the hu- 
manities are to give rise to understanding and to conviction 
that will illuminate the student’s behavior, it would seem that 
the instruction has to proceed out of a reasonably coherent and 
vitalized frame of reference. Our studies are not simply dis- 
crete disciplines of material selected for intellectual gymnastics. 
They are to be viewed and carried on as scenes in the unfolding 
human drama against a cosmic background, in which the stu- 
dent sees himself as at once spectator and performer, and 
realizes his role under the aegis of eternity. 

In conclusion, the question arises: What likelihood is there 
that some awareness and agreement about the urgency of the 
issues here set forth can be attained in college faculties? In 
point of deeper intellectual and wider religious unification, 
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can the colleges offer a leadership toward first principles which 
will be acceptable and accepted? Answers to these two ques- 
tions are hidden in the future. But if our institutions of higher 
learning are fundamentally to justify their existence, it is in 
this area of affirmation of moral conviction and spiritual in- 
sight, and acceptance of these as the basis for action, that 
their contribution has to be made. 

American institutions of higher learning have to come, and 
come quickly, to some moderate unanimity of view about a 
new confluence of intellectual, scientific, ethical, aesthetic, and 
spiritual influences which must flow together through our col- 
leges and universities if we expect them to help build an un- 
limited community of men of good will. 

I have characterized a general problem out of the condi- 
tion at the public colleges of Manhattan. Recently two Japa- 
nese cities were decimated by the results of a cooperative 
thought process called Operation Manhattan. 

I urge with all the conviction I can summon that the day 
has come for a new Operation Manhattan—peaceful, mental, 
creative, unifying. Perhaps from here today a chain reaction 
can start which will bind us closer to our fellows because it has 
become a central assignment of higher education. 











Education in the Modern World 


By HAROLD TAYLOR 


ment, there is a good question to be asked before we do 

anything at all: what kind of society are we being asked 
to adjust to, and is adjusting to it a good idea? I would prefer 
to put the matter differently, and to talk about education for 
adjusting society. I see very little point in adjusting to a great 
deal of contemporary society and would certainly not want 
other people to do so if I could help it. Mr. Tead has told you 
his views on the first principles of education. I rather imagine 
that takes care of the principles, and I have the misfortune 
to be forced to deal with the facts. 

The facts, as I see them, are these. American society, along 
with every other society in the world today, is in a state of 
continuous tension, conflict, and difficulty. The conflicts are 
over practical matters, such as who shall hold the political 
and economic power, how can we avoid losing our freedom, 
how can we improve our material conditions, how can we enjoy 
life best. Every society in the world is in a stage of evolution 
so rapid that in some places the only adjustment possible for 
its people is to fight a civil war. 

Here in this country our conflicts are not as severe or as 
far-advanced. Our personal freedoms have been preserved: 
we have not had to give them up either to an occupying army 
or to a single political party with its secret police. But the 
conflicts themselves are of the same kind as those existing in 
Europe and in the East. There are conflicts over practical 
matters, wage increases, working conditions, the cost of living, 
housing, race relations. We have many anxieties, the con- 
tinuous competitive compulsion to get ahead, both in our per- 
sonal affairs and in our international policies. Our American 
marriages do not last; we are anxious about our schools and 
our children; we cannot house our people; our national income 
is spent mostly on trivial things; our national entertainments 
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are bad movies and baseball. Our constant fear is of commu- 
nism abroad and the power of Russia. 

But the trouble does not end there. We also have con- 
flicts in our philosophy, between those who want a planned 
economy and those who don’t, those who want compulsory mili- 
tary training and those who don’t, those who want taxes de- 
creased and those who don’t, those who wish to segregate 
Negroes and those who don’t, those who want to fight Russia 
and those who don’t. On the whole our philosophy in all these 
matters has become very much more cautious and conservative. 
It has become a nervous sort of philosophy; it is for the most 
part either quiveringly uncertain or static. Our leaders take 
steps and wish they had not, or do not take steps and wish 
they had. The political situation is such that nobody with 
any ambitions for political leadership wants to say or do any 
thing for fear it might offend somebody. Every thought and 
proposal is tested first by public opinion to see if it is per- 
missible to own it. 

To deal with all this, we have only two major social forces 
—sheer American energy and good luck, and American edu- 
cation. All the rest of the forces at work are involved with 
some form of commercialism or self-interest and are automati- 
cally committed to one side or the other of the conflicts. The 
schools and universities are the only institutions where knowl- 
edge and the people who can teach and learn exist side by side, 
and where independent inquiry goes on as a professional oc- 
cupation. Even here the possibilities are limited, due to the 
security and advantages the teacher finds in conformity, the 
enormous overcrowding, and the notorious underpayment. 

If all this is true, and I suppose it must be since it keeps 
getting into the newspapers, then we have a rough summary 
of the society to which we are preparing our children to ad- 
just. It is a society which requires a high quality of personal 
character and intelligence, in order for each in the modern 
world to live a life of spiritual and material good. There is 
a quality in our present situation which can be compared to 
that of France during the occupation by the Germans in the 
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recent war. In order to keep a spiritual freedom and courage 
alive, it was necessary then to form a resistance, a body of 
ideals, which could unite people in a common purpose. It was 
necessary to invent subtle, indirect, as well as direct, ways of 
resisting the power of the military occupiers. All over the 
world, we need those resistance movements, resisting the power 
of huge societies and political movements to crush the indi. 
vidual and to make him less free. Our educational program 
must be designed to give to each of our students in America 
the ideals and the means to keep his personal freedom alive, 
and for each to grow in spiritual and liberal values. It is 
this philosophy which should inspire our whole complicated 
modern education, and it is in this direction that our new edu- 
cational reforms must be planned if we are to educate for a 
new society. Yet the reforms now being instituted have only 
slight relation to this central need. 

We all know that American education is being reformed 
daily, and that in almost every university and college in the 
country new plans are being made. We have had what 
amounts to an educational revolution, comparable to that 
which occurred when secondary education was for the first 
time made available to the general American public—when it 
became, in a real sense, an attainable ideal for each American 
boy and girl to receive a high school education. That a 
revolution is upon us is exhibited by the fact that we now find 
ourselves with a population of college students already too 
large for the existing institutions, and without enough educated 
people to teach them. The situation will continue to develop 
to even more unmanageable proportions within the next two 
years, with the commonly accepted figure of three million 
students in universities and colleges by 1955. 

This has given us what can only be called ‘‘mass education” 
as against education for the individual. Practical matters 
again have determined our educational policies, and we are 
faced with a real dilemma: If we accept all those students who, 
by present standards, are qualified to enter, our educational 
program becomes so diluted as to be ineffectual. On the other 
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hand, if we do not make some educational provision for those 
who are able and willing to take university work, we defeat 
our own purposes by turning away those who should gain from 
a higher education. In any case, mass instruction, with one 
thousand students in each class, precise units of study meas- 
ured by minutes, universal tests, microphone lectures, mimeo- 
graphed copies of entire course outlines, standard textbooks, 
and standard examinations for all, is the afirmed practice in 
American universities today. The dilemma cannot be solved 
by continuing these practices, but only by examining freshly 
the new needs of contemporary society and planning how to 
meet them for each student as an individual human being. 

It would be wrong, therefore, in my view, to solve the 
dilemma by discouraging students from going to college, or 
refusing good men and women admission on the grounds that 
it is dangerous to populate the country with too many people 
holding college degrees. What we must do is to find ways of 
bringing to every boy and girl worthy of higher education a 
chance to have it. In the case of the professions, it would 
certainly be unwise for the universities to sponsor an excess 
of graduates, since to do so would be unfair to the students 
themselves and to the society which must contain them as 
frustrated professionals. But an inventory of needs for such 
professionals would solve that question, just as the Army and 
Navy solved the question of the country’s need for medical 
men; after such an inventory had been taken, selection policies 
could then be applied to bring to the professions the best 
talent which each economic, cultural, and social group could 
provide. 

In the matter of general education, or liberal education, we 
need not worry about having too many college graduates, since 
the kind of education needed here for contemporary society is 
one which colleges and universities are admirably equipped 
to provide. 

In other words, I am suggesting that we solve our dilemma 
by making things very much worse for our overcrowded, 
understaffed colleges and universities, by accepting all those 
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qualified for higher education—candidates for the professional 
and graduate schools on a general quota based on an approxi. 
mate inventory, and the general arts student on the basis of 
his promise and ability. The other policies I have to suggest, 
however, will make things even more difficult. The first pro. 
posal is to revise the entire program of credits, units of study, 
course requirements, the lecture system, and the mass educa. 
tional methods, and return to the real purpose of liberal edu. 
cation, to educate the individual liberally. We need in mod. 
ern society, as I have tried to say earlier, a high quality of per- 
sonal character and creative intelligence. Yet our mass edu- 
cation methods are not designed to produce either of these 
qualities, except by accident. 

There are two main solutions now given to the problem of 
contemporary liberal education, one called “the core curric. 
ulum,” the other called “the great books.’’ Each solution 
may be simply stated. The first suggests that each student 
must have a knowledge of the four main areas of human 
thought; the second, that each student must know the tradi- 
tion of Western culture through study of the great thinkers. 
In both cases, the assumption is that possession of knowledge 
of a certain kind is the key to understanding and improving the 
individual. 

The question I wish to raise about both of these solutions 
is whether or not the mere conveyance of this knowledge, by 
the mechanical means now in use, has educational effect in 
any meaningful sense, when we consider the need to develop 
creative intelligence and a sense of values. 

If we were really serious about educating for social adjust- 
ment, which is surely our central problem today, we would not 
seek to do it by lumping everyone together in anonymous 
classes, providing each with a number and a seat, and exposing 
him to microphone talks which he could better understand if 
he simply stayed home and spent the hour reading them care- 
fully in printed form. We would do something quite differ- 
ent. We would face the problem of educating the individual 
and invent new methods of adapting our system to new needs. 
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First, we must consider carefully the individual student, his 
place in college and in the modern world, and then consider 
what happens to him when he comes to college. When he 
arrives, he does so eagerly, looking to his new life with lively 
expectation of new ideas, new freedom, and new delights. He 
expects to enter a new world where fresh things are thought, 
said, and done—where he will have experiences which he has 
never had before. 

Of course, he finds nothing of the kind. He finds instead 
an extension of high school, with football teams, pretty girls, 
the same hearty collegiate spirit which the high school had 
already copied from the universities, and, in addition, some 
tiresome academic work which he must complete in order to 
be able to enjoy the things he really likes about college. My 
point is that it is possible to create the same degree of enthu- 
siasm for intellectual effort and for liberal values as for the 
hey-hey kind of life. Some colleges have tried to do so, and 
with happy results. It is done by paying attention to individual 
needs, and by consciously planning an entire community life 
which absorbs the individual, in his studies and in his emotional 
life. It is necessary to relate both to the world from which he 
has come and to the world outside him, and to relate the things 
he is learning to the things he already knows, and to relate 
the new knowledge he gains to the social uses to which it will 
be put. In Bacon’s phrase, he must learn to endow his life 
with new powers and inventions. 

This is done in some degree in every educational system 
where there are teachers who command respect and enthusiasm 
for their teaching and for their interest in young people. It is 
done wherever teachers lead their students beyond the subject 
in hand to the place of that subject in contemporary living, and 
where the questions which disturb and confuse modern man fur- 
nish the basis for constant inquiry by student and teacher alike. 
These questions may be concerned with the existence of God, 
the validity of communism, the rightness of Christian ethics, 
the treatment of Negroes, the shortage of housing, or the pos- 
sibility of full employment. Whatever they may be, they re- 
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late to the fundamental need of each student to understand 
himself and his place in the modern world. This would mean 
that we would have to give up whirling color discs in psy. 
chology classes, memorizing constitutional history, looking at 
slides on the history of art, and doing cookbook experiments, 
but I feel we might give these up without harm to anything 
except the textbook industry. 

The whole matter of individual education could be dealt with 
more significantly, although with greater difficulty, if we re- 
moved the entire mechanical engine of credits, grade points, 
formal examinations, and required courses from the liberal arts 
curriculum. It is this engine which drives the college along 
its present path, pulling the whole of learning with it. The 
present program does not serve to reveal the outcome of learn- 
ing or an exhibition of ability. The administration of credits, 
objective examinations, and constant testing serves largely 
to inhibit learning and seems almost to have become the 
main purpose of education itself. The colleges now seem 
to exist only to provide test data. Under our present credit 
system, the ideal man is an abstraction holding upwards of 130 
credits with an average grade point of 3 to 4, depending on the 
grading ratios. This arithmetical approach to education in- 
creases competitive attitudes, and values accuracy and correct- 
ness above imagination. It is the educational equivalent of 
commerce and banking, in which each student works hard to 
earn and put away his points of credit into an educational bank 
account, until he has enough points to set up in business for 
himself. 

If we are serious about developing creative intelligence, we 
shall certainly have to stop measuring students by the amount 
they can remember and the clever way in which they can over- 
come the hazards of examination. The whole educational 
system has become one massive quiz program, with the prizes 
and the honors going to the most precocious, most enterpris- 
ing, most repulsively well-informed person—to the man with 
his hand up first. The man with his hand up first wins the 
scholarship, the academic approval, sometimes even the girl, 
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is asked to make the commencement speech, is voted the boy 
most likely to succeed in the great American enterprise of get- 
ting your hand up first. Our educational system seems now 
designed to create a race of eager beavers. 

This compulsion toward gaining irrelevant information, 
competing with one’s fellows for greater knowledge, and creat- 
ing virtuosity in answering tests leads us to a kind of standard 
knowledge and standard personality for all American youth, at 
a time when our efforts should be moving in the opposite direc- 
tion. We need to turn to clinical methods again, to the con- 
tinuing task of evaluating individuals in new ways, similar to 
those we use in the nursery school, where, at least until now, 
the human being has been safe from objective tests, and where 
observation of spontaneous and voluntary behavior has been 
one basic mode of evaluation. 

Another aspect of the pathology of testing is the degree of 
abstraction to which the individual is subjected, and the delight 
which educators dedicated to testing seem to take in the manip- 
ulation of data. Such operations take place at three degrees 
removed from reality. At one end is the student, ready to 
learn and to be tested. At the next stage there is the set of 
questions from which he chooses the correct answer. At the 
third stage, there is the mass of graphs, charts, chi squares, 
learning curves, ¢ tests, and statistical concepts which absorb 
a very large section of educational affairs. It is in this barren 
area that the modern student becomes lost, his individuality 
stripped away, and his personality reduced to a point on a 
curve. In the most advanced stages of data manipulation, he 
has not even the personal dignity of appearing as a dot on a 
scatter diagram. We have now reached an even more ad- 
vanced stage at which the Hollerith machine and the electric 
computer have been succeeded by electronic devices which will 
give us even more complicated means of doing fairly simple 
things of no great importance. 

There are too many statements in American education which 
resemble the following, which I select at random, “This, it 
seems to me, is perhaps the most important use of the relia- 
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bility coefficient, since we may then use it to correct the test. 
criterion correlation for criterion attenuation.’ There are not 
enough statements such as, ““Would you like to have this boy 
working for you in your office?”’ or “How does this student 
get along with other people?” or “‘What are his views about 
aid to Europe?” The ultimate validation of any test in Ameri. 
can education must be performed in terms of the way the indi- 
vidual functions in society. To validate the individual against 
the abstract ability shown by an average score for the whole 
of American youth is an endless circle, which touches only at 
a few points the reality of American society. 

But perhaps I have my point clear enough by now. It occurs 
to me that this is precisely the wrong time and the wrong place 
in which to make it. In any case, if that seems to be the way 
I feel, it is certainly time that I said something about what we 
do instead of all this. 

I have suggested one or two alterations in the philosophy of 
education, which I should like to summarize by saying that our 
chief concern must be with modifying the behavior of the in- 
dividual student in ways which will make him a functional 
member of his society, in possession of the kind of knowledge 
most useful to that purpose. This means that we do not make 
the chief end of liberal education the provision of each student 
with a common core of standard knowledge, but concentrate 
on helping him find a set of values in which he can believe and 
by which he can act in his world. The chief value which he 
must learn to prize is the value of individual freedom and the 
concern for helping to make a society in which that freedom 
is at a maximum and is equally shared by the citizens of his 
own society and of world society. Having the individual stu- 
dent in mind, the question of the knowledge he must have and 
the curriculum reforms most appropriate can then be decided. 
The curriculum should be built around the big controversial 
issues of modern life and should plunge the student into the 
middle of his time. This will, of course, involve the study of 
past civilization, of literature, of science, of art, but not the 
same study at the same time for every student. 
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How then can we concern ourselves with the individual when 
we have so few teachers, so many students, and such limited 
room? I should say we can solve the problem by making bet- 
ter use of the existing facilities. In the first place, we could 
have fewer lectures or, if possible, no lectures at all. This 
would free the time of faculty members who devote themselves 
to lecturing and enable them to do more work by discussion. 
In place of the lectures, distribute enough copies of what the 
lecturer would have said to the members of the class. If there 
are five hundred of these, divide them into groups of fifty each, 
and devote daily sessions to each of these groups in discussion 
of the material in the lectures. Free the time of the most 
promising graduate students available by not compelling them 
to attend lectures and take courses, and give them not only 
cash payment, but also credit payment for leading discussions 
and assuming responsibility for each group of fifty. They will 
at the same time be better graduate students in the area of 
their study, and new blood of an important kind for the teach- 
ing. Amongst the groups of fifty, several of the most promis- 
ing students could be chosen as discussion leaders responsible 
to the graduate students for leading discussions of small groups 
of the class in matters dealing with the course. Reading as- 
signments could cover a wide body of material, so that use of 
one standard book would not raise impossible problems for 
the librarian. Films could be used whenever possible, as could 
demonstrations, field trips, exhibitions. One should ask for 
the help of the students in planning ways of handling the ma- 
terial. Award no specific number of credits for each course, 
but award general credit for a year of work in a particular 
subject. Provide comprehensive examinations which give each 
student a chance to demonstrate his imagination, his grasp of 
the material, his own contribution to solving the problems in- 
volved. Above all, keep asking the dean for more faculty, and 
keep working at it until the classes are smaller. In other words, 
decentralize the teaching. 

These are only suggestions growing out of one man’s experi- 
ence in trying to meet the demands of the individual in a time 
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of mass education. There are many other ways of meeting 
those demands. They can be devised once the students are 
asked to take over their own education, and the teacher sets 
himself the problem. 

If we are to invent new means for meeting the spiritual and 
practical needs of the modern world, we must first look sharply 
at the things we are doing simply because it is the easiest way 
of solving the problem of mass education. My proposal is 
that we dismiss the present preconceptions of how the cur- 
riculum and the college program be conducted, and start in a 
new direction. In such new planning, every administrative 
practice, whether curricular or not, must be tested by the 
manner in which it helps or prevents the growth toward 
maturity of the individual potential in each student. This 
means, of course, more good people to do the planning and the 
teaching. Education in depth means close attention by teach- 
ers to the students with whom they are involved. This means 
a national staff of almost twice the present number of teachers, 
Our task as educators is to give our enthusiasm for the values 
of liberal education to our own students, in such a way that, 
whether or not they in turn become teachers, they will be peo- 
ple who are intuitively liberal and who wish to take their share 
of responsibility for the improvement of contemporary life. 
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Contrasting Social Systems: 
Russian and American 
By STEPHEN DUGGAN 


man is a political (social) animal, that he is gregarious 

by instinct, and hence that it is unnatural for him to live 
in isolation. Because he lives in groups, in communities, he has 
developed institutions for his safety and welfare. In Aristotle’s 
day, the principal institutions within which an individual lived 
and by which he was educated were the school, the state, the 
family, the church (temple), and the theater. With the ex- 
ception of the last, these remain the chief educative institutions 
today, though, in the course of time, other important institu- 
tions have arisen: the newspaper and, more recently, the radio 
and the cinema. This list does not exhaust all the institutions 
that have an educative influence upon the individual. In coun- 
tries where conscription exists, the army does. So does the great 
variety of social organizations such as the library or the labor 
union upon its members. In fact all aspects and activities of 
the environment in which a person lives contribute to his edu- 
cation, particularly the experiences of his daily life. This 
brief study, however, is confined to the institutions that are 
common to Russians and Americans: family, school, state, 


RISTOTLE, the greatest of Greek philosophers, insisted that 


church, and the agencies of communication—newspapers, ra- 
dio, and cinema. Because the Soviets regarded the school of 
primary importance, this institution will be considered first.* 


1In the most recent issue of Pedagogy, the large official volume of the Soviet 
government issued for the training of teachers in its normal schools, are found 
the philosophy, objectives, and methods of teaching and administration of the 
Soviet educational system. The essential features of the system and their inter- 
pretation have been translated in J] Want To Be Like Stalin by George Counts 
and Nucia P. Lodge of Teachers College, Columbia University (New York: John 
Day Co., 1947). It is a book all Americans should read. 
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THE SCHOOL 
RUSSIA 


From the beginning of their career the Bolsheviks knew 
how difficult it would be to convert the Russian people to the 
communist belief. It was all the more necessary, therefore, to 
raise the next generation in that belief. The school became 
the chief agency for the propagation of the faith, a political 
as much as an educational instrumentality. Even in the ele. 
mentary school almost as much time was devoted to speechify- 
ing the pupils on the importance of the proletarian revolution 
and the virtues of communism as to the ordinary subjects of 
the curriculum. In the secondary school, this propaganda was 
of even greater importance. The Young Pioneers was or. 
ganized by the party for children from ten to sixteen, and the 
Communist Youth (Komsommols), for young people up to 
twenty-three as militant agitators within and outside the school 
to win the young generation to the new faith. Many of the 
teachers in the schools were strongly opposed to the new 
regime; but as there were few other teachers, they had to be 
coerced into submission. Their authority was reduced almost 
to nothing. Discipline hardly existed. Reports on the attitude 
of teachers were regularly made by Pioneers and Komsommols 
to the local Communist leaders. In the meantime, a great cam- 
paign against illiteracy was undertaken. Adults as well as 
children were taught to read and write and became indoctri- 
nated in the new faith. According to official figures illiteracy 
was reduced from approximately 60 percent in 1917 to 15 per- 
cent in 1947. 

The situation described above was modified but little until 
the triumph of Stalin over Trotsky in 1927 in the contest for 
the control of the Communist party. In the following year, 
Stalin secured the introduction of the first Five Year Plan. 
It was soon discovered that the poorly trained graduates of the 
schools were too inefficient to carry on successfully. A com- 
plete overhauling of the educational system took place. Overt 
communist propaganda in the elementary schools was abolished 
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and was much reduced in the secondary schools. The au- 
thority of the teacher and the principal was restored. In the 
intervening decade a new class of teachers had been trained 
who could be trusted as loyal to the regime. The objective 
within the school now became “the mastery of knowledge,” a 
thorough training in the subjects of the curriculum, and, as a 
corollary, insistence upon good discipline. Marks, grades, 
tests, examinations, competitions, and other pedagogic devices 
were restored. The Young Pioneers and the Communist Youth 
(Komsommols) were enrolled to help supervise the imple- 
mentation of the new curriculum and administration. 

Today the Russian school has a very definite objective from 
which no variation is permitted. A teacher might experiment 
with methods of presenting a subject, but deviation from the 
objective would result in his instant dismissal and disgrace. 
The objective, a strong Russia, has two principal aspects: the 
unquestioning acceptance of the communist philosophy of life 
and a fanatical, patriotic devotion to the Soviet state. For 
the realization of the objective, the state must be militarily 
strong and economically productive. 

The Soviets have always believed that they must be con- 
stantly prepared for the assault of a capitalistic state or group 
of states in the West. This belief is reflected in their system 
of education. It is militarized from the kindergarten through 
the university. Pupils wear a special uniform and are rigidly 
supervised within and outside the school. It is the teacher’s 
duty to imbue the pupils with the belief that Russia is the 
greatest, strongest, and most advanced country in the world, 
that she is the envy of the other nations and, therefore, always 
in danger of attack. Hence, the absolute necessity of accept- 
ing the decisions of the great leader, Comrade Stalin, who 
is always right, and being ready on call to defend the Socialist 
Fatherland with their lives if necessary, as was done in the 
“Great Patriotic War” of 1941 which was won almost single- 
handed by Russia. It was to this end that coeducation, so 
highly lauded in 1917, was abolished in 1943 in the larger 
communities where it was possible, ostensibly because the two 
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sexes had different functions in life and needed different educa- 
tions, in reality to prevent the military preparation of boys 
being interfered with by the presence of girls. For the same 
reason, heroic poems and tales are memorized, and figures in 
Russian history, such as Peter the Great or Ivan the Terrible, 
who were anathema in 1917, are lauded as models for Russian 
boys today. Anyone who helped in the expansion of Russia, 
were he prince or peasant, now occupies a place in the Russian 
hall of fame. 

In 1939 almost 90 percent of the population with a sec. 
ondary education and 70 percent with a higher education were 
under forty years of age. This means that they had received 
their education and their ideals of life under the Soviet system. 
Moreover, despite the hardships of life, workers and peasants 
felt that they had been treated as persons under the Soviets 
and had enjoyed a degree of respect as persons that they had 
never had under the czarist regime. That helps to explain to 
a great extent their spirit of nationalism today. The term 
“Russia” which had almost disappeared from general use after 
the revolution has now become the symbol of everything the 
people hold dear and are willing to die for. The war proved 
how loyal the people are to the Communists. I believe that it 
is a mistake to suppose that communism will be reduced in the 
years ahead. The contact of Soviet soldiers during the war 
with the civilizations of central and western Europe alarmed 
the Kremlin. Since the close of the war a vigorous rein- 
doctrination in communism and nationalism is in process in the 
army and in the schools. 

A strong Russia must be not only militarily strong but also 
economically productive. During the whole period since the 
revolution the machine has been the god of the Soviets. It was 
by means of the machine that their leaders expected to put 
Russia upon an economic and political equality with the great 
industrial countries of the West. This objective is also re- 
flected in their educational system. From beginning to end, 
but particularly in secondary and higher education, applied 
scientific and technical subjects receive the greater attention. 
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The humanistic subjects occupy an inferior place. Much lee- 
way is given in the teaching and research of the natural 
sciences, but the social sciences are taught exclusively from 
the Communist viewpoint. The results of scholarly research 
must always add to the prestige of the Soviet system. 

The maintenance of the prestige of the Soviet system helps 
to explain the Russian attitude toward international education. 
No mention of the United Nations appears in Pedagogy. 
Moreover, Russia has not become a member of UNESCO. 
She makes no effort to have her students understand the 
civilization of other nations by means of the distribution of 
foreign newspapers and magazines. On the contrary, her 
propaganda frequently deliberately misrepresents them. There 
is practically no exchange of students, teachers, and scholars 
with the nations of the West. Exchange is today confined to 
the states within the Russian orbit for propaganda purposes. 
The Russian student, like Russians generally, is ignorant of the 
realities of the international scene because of his controlled 
isolation. 


THE UNITED STATES 


In the division of powers between the federal government 
and the states made by our Constitution, education remained 
under the control of the states; and the states are very jealous 
of this prerogative. Whereas control of education in Russia 
is centralized at Moscow, control in our federal government 
is nonexistent. Federal educational activity is confined to giv- 
ing information, advice, and financial assistance to the states. 
The financial aid it has as yet provided does not enable the 
nation to realize our fundamental principle of equality of op- 
portunity. The cost of educating an individual child in New 
York is three times as great as it is in Mississippi, and, because 
of the comparative poverty of Mississippi, equality of oppor- 
tunity cannot be obtained without increase in federal aid. 

Nevertheless, it is the glory of the American system that in 
every state there exists an educational ladder reaching from 
the kindergarten to the university which the individual may 
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climb without expense to himself until he reaches the rung 
matched by his abilities. The Russians started in 1917 with a 
similar system. In addition, stipends were provided to assist 
poorer proletarian students. But in 1939 the Russian system 
was seriously modified. Stipends were abolished, and fees were 
introduced for secondary and higher education. The reasons 
given were the improved financial condition of the people and 
the increased expense of military preparation. In all proba- 
bility another reason was that by 1938 a new professional 
class had arisen from among the workers to provide the state 
with the necessary reliable personnel for its many activities. 

In Russia neither denominational nor private schools are 
allowed to exist. In the United States they flourish. Several 
denominations have school systems, the Catholic parochial 
schools having reached astonishing proportions. The United 
States has also become the land of educational experiment. 
The Dalton plan followed the Dewey plan, which was followed 
by other plans, all finally to be represented in the Progressive 
Education Association. But, as indicated above, whereas the 
Soviets have a very definite educational objective and a uni- 
form administrative system, in the United States it is difficult 
to discover whether the aim of the school is to produce a 
rounded individual or a good citizen or to enable the graduate 
to earn a living. And this confusion exists in higher education. 
There is no general agreement among our educators as to the 
philosophy upon which to build the kind of education necessary 
for the solution of the problems of the new era. Voices are 
raised in Chicago recommending a return to the Thomistic 
philosophy of the Middle Ages. It is probably the result of a 
belief in the value of eclecticism and has resulted in Jewish 
professors teaching Catholic philosophy to atheist students in 
a Protestant university. Other voices at Annapolis believe that 
the right educational philosophy can be deduced from the study 
of the Hundred Best Books. But it is a question whether the 
perusal of Calvin’s Institutes of Religion will contribute much 
to preparation for life in the new era of atomic energy. 
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In the meantime, the adherents and teachers of science and 
technology continue to increase the amount of time and atten- 
tion given to applied science, confident that its content and 
methods are what will increase the production of goods which, 
they believe, with considerable justification, is what the Ameri- 
can people are primarily concerned with. There can be no 
doubt that since World War I education has placed a con- 
stantly increasing emphasis upon science and the application 
of science to industry. This is partly the result of freedom of 
research, whether in the natural sciences or the social sciences. 
The American university has become today the seat of Lehr- 
und-Lernfreiheit, the ideal which the Germans rejected under 
the Nazis. It has been difficult for a new subject to obtain a 
hearing unless it was dubbed “‘scientific.”” The method of rigid 
scientific analysis was often taken over in the study of the 
humanities and social sciences with dubious results, certainly 
with a loss of moral fervor so needed in the recent period of 
disillusionment and cynicism. Foreigners are filled with ad- 
miration at our achievements in material things, but almost 
down to the day we entered the war they have regarded us 
somewhat as the Athenians regarded the Macedonians—as a 
strong and virile people but without culture. They are mis- 
taken. Since World War I they have sent their sons and 
daughters here in increasing numbers to attend our industrial 
and commercial schools to learn our techniques in order to 
apply them in their home affairs. The sons and daughters re- 
turned not only with that knowledge but also with a strong 
appreciation of our achievements in the things of the spirit, in 
art and music and literature and philosophy. 

Their appreciation is the result of the American policy to 
have every category of schools from the elementary to the uni- 
versity engaged in the effort to develop international under- 
standing and good will. This year there are 18,000 foreign 
students studying in our colleges and universities, twice as many 
as just before the war. The United States has become the 
mecca of foreign students. The exchange of teachers re- 
sembles the exchange of students, only upon a very much 
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smaller scale. The charter of the United Nations and the 
constitution of UNESCO are primarily the result of American 
vision and initiative. 

Soviet education is thoroughly militarized. American edu- 
cation remains wholly unmilitarized. Our educators have 
hitherto believed that whereas it is the duty of the military to 
teach youth how best to destroy, whether it is life or property, 
it is the duty of the educator to teach youth to conserve. The 
tools of the military are things of destruction, and their 
methods those provided by technology. The tools of the 
educator are the subjects that underlie a humane civilization. 
Science and technology retain the foremost place in the cur- 
riculum which they secured during the war. But the humanistic 
subjects must obtain an equality. Only when our students are 
taught both technical and humanistic subjects can we expect 
the reforms necessary to realize a humane civilization at home 
and an international understanding requisite for a world order 
that will maintain peace, security, and justice. In the evil inter- 
national conditions of today, our concern must be to maintain 
the military and industrial strength necessary for our national 
security, but it must also be something additional. 

It is almost impossible to conceive the condition of ruin in 
most of Europe and a large part of Asia at the present time. 
It will require the utmost exertions of the peoples of the devas- 
tated countries and the most generous help of their neighbors 
to recover from this worst disaster in human history. The 
lamps of learning, the universities, have been greatly dimmed. 
If they are not to be wholly extinguished, it is particularly we 
Americans who must share in their maintenance physically and 
spiritually. We have emerged from the war the most powerful 
and wealthy country in the world. We must now assume new 
leadership, not to impose our attitude toward life and our 
culture upon other peoples, but to obtain their cooperation in 
making the United Nations the great instrument for obtaining 
the peace, justice, and security for which mankind has prayed 
throughout the centuries. 
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THE STATE 
RUSSIA 


The Russian state is a federal system composed of sixteen 
Union republics which not only have local self-government but 
also maintain their own culture including their language. 
Nevertheless, Russia is a monolithic state with final power con- 
centrated at Moscow—a police state with all the significance 
suggested by that term. The activities of the republics are 
carefully watched, and any deviation from the program of the 
Kremlin—there has been none for years now—would be in- 
stantly suppressed. The central government and all local 
governments are in the hands of the All-Union Communist 
party which rose during the war to a membership of 6,000,000, 
but is now undergoing a purge to relieve it of doubtful per- 
sons who entered it during that chaotic period. The Com- 
munist party is the government of Russia. Government pro- 
grams for the domestic and foreign policy of the Soviet Union 
concerning all aspects of the life of the Russian people emanate 
from the Politburo. The Politburo is in reality the final au- 
thority in the Soviet system, although constitutionally that is 
lodged in the Supreme Soviet. The Supreme Soviet consists 
of two chambers: the Soviet of the Union and the Soviet of 
Nationalities ; the former is elected by citizens of the U.S.S.R., 
and the latter by citizens of the U.S.S.R. according to republics 
and regions. 

All candidates must have the approval of the Communist 
party. In no country is it possible, as was shown in Italy and 
Germany, to have either freedom or democracy in a one-party 
system. The Soviet state is an unqualified dictatorship. The 
constitution provides for the rights and duties of the citizen 
with accent on duties. But the provisions for the safety of the 
state allow for his arrest and liquidation upon mere suspicion. 
Splendid contributions to science and to music, the drama, and 
the arts generally have been made under the Soviet state, but 
politically it has educated the Soviet citizen to be little more 
than an automaton. 
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THE UNITED STATES 


The United States is a federal republic consisting of forty. 
eight states. Under the Constitution, the central government 
has only delegated powers; the residual powers having to do 
primarily with the daily life of the individual are reserved to 
the states. Moreover, a Bill of Rights is part of the Constitu- 
tion and guarantees to the individual freedom of speech, press, 
religion, and assembly. In addition, there exists also the writ 
of habeas corpus, which prevents arbitrary arrest and deten- 
tion in prison by the government. Elections of officials to the 
federal, state, and local governments are, on the whole, with 
the exception of the southern states, free and honest and arouse 
great interest among the people. The American citizen is a 
free man, ready at any moment to help organize a movement 
in opposition to the administration in power if he considers its 
decision upon some policy contrary to the public welfare. He 
is the product of a government that deliberately educates him 
to be that kind of person. 


THE FAMILY 
RUSSIA 


When the Bolshevik revolution took place in October 1917, 
the family was regarded by doctrinaire Communists as a re- 
actionary bourgeois institution. Many would have liked to 
suppress it. As that was impossible, changes were immediately 
introduced to modify its -arganization. ‘The wife was put 
upon an absolute equality with the husband. Children, who 
became the chief object of ation of the Bolsheviks, had a 
much greater freedom of life. orce was a mere matter of 
agreement and signing the nece@ry papers. Abortion was 
legalized. There was a much gréter freedom in sexual rela- 
tions. All these tendencies resulted }}a considerable disintegra- 
tion of family life. , 

With the passage of time, th@Hquidation of suspected 
bourgeoisie, and the indoctrinati@™ of the population with 
communist ideology, the attitude toWard the family has com- 
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pletely changed. The control of parents has been restored. 
Divorce has become a difficult and costly procedure. Abortion 
has been made a crime. The decoration “Mother Heroine 
of the Soviet Union” has been founded for mothers who have 
many children. The Russian family has reverted to a condi- 
tion not very dissimilar to that of the American family at the 
time of the Bolshevik revolution. What was that condition? 


THE UNITED STATES 


Because of the prevalence of freer conditions existing in a 
new country, the American family has never been the closely 
knit institution that existed in the countries of Europe. It 
was, nevertheless, a well-established and conservative institu- 
tion. The father was regarded as the head of the family, but 
the mother was held in equally high esteem. Children were 
free of the rigid discipline of European children, but were 
obedient to their parents. Grace was said at meals, and family 
prayers held in the mornings in rural homes and those of the 
small towns and cities. Divorce was frowned upon, and vulgar 
magazines seldom appeared in the home. 

In the thirty years that have elapsed since the Bolshevik 
revolution, the American family has become as greatly modified 
as the Russian—only in reverse.. Two out of every five mar- 
riages wind up in the divorce court. The children resulting 
from those unions are sent to schools to be cared for when 
the parents can afford it or parked with grandparents or other 
relatives or in public institutions when they cannot. American 
children today are, to a large extent, an undisciplined group, 
and the young have, in many instances, taken over the control 
of the home. The “funnies” form an important element in 
children’s reading. It is not contended here that the majority 
of American families conform to this description, but a con- 
siderable minority do. It is contended that the American 
family, generally speaking, has not the stable educational in- 
fluence that it had thirty years ago. It has increasingly thrown 
upon the school many of its responsibilities. 
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THe CHURCH 
RUSSIA 


The Bolsheviks regarded the Orthodox Church as the great- 
est obstacle to the success of their regime. Immediately after 
the revolution many churches were closed, and others made 
into museums or used for other purposes. A great antireligious 
campaign was undertaken throughout the nation. When | 
was in Russia in 1927, the immense sign “Religion is the opiate 
of the people” still appeared on one side of Red Square in 
Moscow, and in all cities pretty horrible antireligious litho. 
graphs plastered the walls. Antireligious instruction continued 
in the school and elsewhere during this period. But by the 
time the new constitution was adopted in 1936, the Com- 
munists felt secure in their control of the government and had 
no fear of the weakened church. The constitution provides im- 
partially for the freedom of religion and of antireligious 
propaganda. When I revisited Russia in 1937, the great plac- 
ard in Red Square and the evil lithographs had disappeared. 
When Hitler treacherously attacked Russia in June 1941, the 
church rallied to the support of the Great Patriotic War, as the 
conflict is known in Russia. As a result, there has been a les- 
sening of the antagonism to the church upon the part of the 
government and a removal of some of the restrictions upon its 
religious functions. But it still leads a precarious existence. 


THE UNITED STATES 


As in Russia, there is separation of church and state in the 
United States. But instead of antagonism to the church upon 
the part of the state every effort is made by the state to give 
the church moral support. There are chaplains at Army posts, 
as there are at universities. Public ceremonies are usually 
started with a religious invocation. Practically all churches 
have Sunday schools for religious education, and the loyal ad- 
herents of the church are numbered by tens of millions. The 
church may not have today the very great influence it exerted 
upon people a generation ago, but it is one of the institutions 
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of our civilization which still has a pervasive educative in- 
fluence. 


Tue AGENCIES OF COMMUNICATION: THE NEWSPAPER, 
RADIO, AND CINEMA 


RUSSIA 


All the agencies of communication in Russia are under the 
direct supervision and control of the government. Censor- 
ship is one of its most important activities. No opinion from 
within or from outside Russia can find expression if it is con- 
trary to the policy of the government. Moreover, all three 
of these agencies are used by the government for the propaga- 
tion of its views on the problems of domestic and foreign 
policy. The Russian people are intellectually isolated from the 
public opinion of the rest of the world. It is almost impossible 
that the constant iteration of one point of view without learn- 
ing of the existence of other points of view should not 
eventually be accepted as the right point of view. The press, 
the radio, and the cinema in Russia are educative agencies, 
but agencies for a false view of human affairs. 


THE UNITED STATES 


As already mentioned above, freedom of the expression of 
opinion is guaranteed in the United States. The existence of 
political parties and of organizations with opposing points of 
view assure us that, generally speaking, the facts concerning 
any problem will be available to enable the public to make up 
its mind. A conflict between a powerful labor union and a 
powerful corporation possibly resulting in a strike will be 
widely publicized by the press and radio. This cannot happen 
in Russia. A conflict or a strike is impossible there, for the 
corporate owner is the all-powerful state, which has the final 
decision on all problems. Private ownership of the instru- 
ments of communication unquestionably has faults. The radio 
and movies have become commercialized and to a great extent 
vulgarized, and some of the press distort the news. But that 
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is better than complete suppression of the news or deliberate 
misrepresentation for propaganda purposes as in Russia. 


CONCLUSION 


The ideal proclaimed by the Russian revolution in 1917 was 
the existence of a classless society in which there would be “‘no 
exploitation of man by man” and in which the state would 
“wither away.’’ Thirty years is a very short time in which 
to realize a utopia, but the trend is not in the direction 
promised. In those thirty years, a new aristocracy has arisen, 
made up of technicians and bureaucrats having special privi- 
leges. Moreover, the state gives no evidence of “withering 
away.” On the contrary, its control is becoming daily more 
absolute. 

The ideal proclaimed by the American Revolution in 1776 
was more modest. It promised to realize the right of the in- 
dividual to “‘life, liberty, and the pursuit of happiness.” Its 
state would be founded “upon the consent of the governed” 
and would have an objective “to promote the general welfare.” 
There have been times when it was doubtful that our govern- 
ment had been promoting the general welfare, but it unques- 
tionably has usually done so. When an American considers 
the great heritage of benefits, material and spiritual, that his 
forebears have bequeathed, there is little inducement for 
him to transfer his loyalty to another way of life, a poorer and 
harsher way. 





What, When, and How to Tell School 
and College Youth about Occupations 
By ROBERT HOPPOCK 


that an individual should know about an occupation 

before he decides whether or not to follow it as a life- 
work, seventy-five things that a counselor, or a teacher, or a 
vocational psychologist should know about an occupation be- 
fore he tries to help a student to decide whether or not it is 
the occupation for him. These seventy-five or more things 
can be roughly grouped into about eleven categories. 


Tee ARE probably at least seventy-five different things 


Wuat To TELL 


Not all of the following questions apply to all jobs, but 
the counselor will find here most of the important topics to 
consider when discussing any occupation with a student. These 
questions have been adapted from the basic outline for occupa- 
tional studies prepared by the National Vocational Guidance 
Association, and used in the preparation of the Occupational 
Abstracts published by Occupational Index, Inc., at New York 
University. 

1. Employment prospects.—Are workers in demand today? 
Is employment in this occupation expected to increase or de- 
crease? Do not believe anything that anybody tells you about 
this, except the people in your own bureau of appointments, or 
the people in employment agencies who you know have no par- 
ticular desire to recruit more candidates. Employers gen- 
erally are too conscious of the fact that they cannot find 
enough top-grade people; to them the occupation is always 
likely to appear understaffed. Employees frequently do not 
advance as rapidly as they would like; to them this may be 
evidence that the occupation is overcrowded. With every 
intention to be honest, both employers and employees are 
likely to have a biased point of view. The employment agency 
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is the one organization that is in a position constantly to ob- 
serve the interplay of supply and demand for workers in not 
only one but several occupations. Consequently, the agency 
not only knows whether one occupation is overcrowded or not, 
but also knows whether it is more or less overcrowded than 
other occupations. 

The best information on the probable future in various 
fields can be obtained on request from the Occupational Out- 
look Service, United States Bureau of Labor Statistics, Wash- 
ington, D.C. 

2. Nature of the work.—What is the work of a typical day, 
week, month, year? What are all the things a worker may 
have to do in his occupation—the pleasant things, the unpleas- 
ant things, the big and little tasks, the important responsibili- 
ties, and the less glamorous details? 

How many of you in this room are now employed? How 
many of you have found in your present job that you have to 
do at least one important thing that you did not know you 
would have to do when you took the job? If that can happen 
to you, how much more likely is it to happen to these young 
people you are counseling? And how much more do we need 
to help them to find out what the job is actually like before 
they go into it? 

3. Qualifications —What are the upper and lower age limits 
for entrance and retirement? Is this predominantly a male 
or female occupation? Are there reasonable opportunities for 
both? Is there more active demand for one than for the 
other? Are there any minimum or maximum requirements 
on height and weight? What are they? For example, if you 
have a girl who wants to be a telephone operator, one of the 
first things the telephone company wants to know is her height 
—not her height from her heels to her head, but her height 
from the seat of the chair to the end of her fingertips. If her 
reach is too short, she cannot plug in your connection at the 
far corners of the switchboard. 

Are there any other measurable physical requirements, for 
example, 20/20 vision, freedom from color blindness, average 
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or superior hearing, physical strength, and so forth? How 
many of you have ever counseled a boy who wanted to become 
a chemist? How many of you gave him a test for color blind- 
ness? One or two of you did. Congratulations! The rest 
of you did what most counselors do. But do you remember 
your course in qualitative analysis, and the important part 
that color perception played in it? Did you ever stop to think 
how important color is in many of the industries that employ 
chemists—in the manufacture of dyes, inks, textiles, plastics, 
and so forth? More than 5 percent of all men are color- 
blind. You can give a test for color blindness in five minutes. 
Even a moron can do it! Counselors ought to. 

Has there been any research on aptitudes required, for 
example, mimimum or maximum intelligence quotient, per- 
centile rank on the Minnesota Vocational Test for Clerical 
Workers, and the like? In using aptitude tests, the criterion, 
the validity, and the group on which the norms were based 
must be checked. There are few, if any, aptitude tests that 
even pretend to measure more than one-half of whatever 
determines success in a particular occupation. This is not to 
say that you should not use aptitude tests. You should use 
them, probably much more often than you do now. But when 
you do use them, the most important thing is for you to know 
what the tests measure, what they do not measure, and how to 
interpret the results. 

Must tools and equipment be supplied by the worker at his 
own expense? What is the average cost? Is a license or 
certificate required? What are the requirements for it? 

4. Unions.—ls the closed shop common or predominant? 
If so, what are the requirements for entrance to the union? 
Initiation fees? Dues? Does the union limit the number 
admitted ? 

5. Discrimination —Do employers, unions, or training in- 
stitutions discriminate against Negroes, Jews, others? Infor- 
mation on discrimination against Negroes in any occupation 
can usually be obtained from the National Urban League, on 
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Jews from the Jewish Occupation Council, both of which have 
ofiices in New York City. 

6. Preparation.—Distinguish clearly between what is de- 
sirable and what is indispensable. How much and what kind 
of preparation is necessary to meet legal requirements and 
employers’ standards? How long does it take? What does it 
cost? What does it include? 

Where can one get a list of approved schools? What kind 
of high school or college program should precede entrance 
into the professional school? What subjects must or should 
be chosen? 

What provisions, if any, are made for apprenticeship or 
other training on the job? Is experience of some kind pre- 
requisite to entrance? 

7. Entrance——How does one get his first job? By taking 
an examination? By applying to employers? By joining a 
union? By registering with employment agencies? By sav- 
ing to acquire capital and opening his own business? How 
much capital is required? 

8. Advancement.—What proportion of workers advance? 
To what? After how long, and after what additional prepara- 
tion or experience? What are the related occupations to 
which this may lead, if any? This is where we school people 
make one of our worst mistakes. We place far too much 
emphasis on the opportunities for advancement. ‘The great 
bulk of our students, even college students, are not going to be 
‘bankers and merchants.’’ They are going to be clerks in 
banks and clerks in stores. Most of them will never rise 
more than one or two levels above the beginning job. Only 
the rare individual gets to the top. 

Instead of making this fact clear to students, we give them 
the impression that any boy can be president, that any student 
who will be a good boy and work hard can make a million 
dollars and marry the boss’s daughter. You know, and I 
know, that most of them cannot and will not. When we “‘in- 
spire’ them with such unrealizable ambitions, we are laying 
the foundation for frustrations, disillusionments, and emo- 
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tional maladjustments in the future. Instead of talking to 
students about the top jobs to which various occupations may 
lead, we should be talking to them about the beginning jobs in 
which they start. Unless they have aptitude and interest in 
these beginning jobs, they are very unlikely to move up the 
ladder. 

9. Earnings—What are the most dependable average 
figures on earnings by week, month, or year? What is the 
range of the middle 50 percent? 

Pay most attention to beginning wages and average wages 
of all workers. Avoid misleading emphasis on the exceptional 
worker who is highly paid. 

Are earnings higher or lower in certain parts of the United 
States, or in certain branches of the occupation? Physical 
therapists are paid more on the west coast than anywhere else 
in the country. Why this should be, I do not know, unless 
there is some similarity between the population of southern 
California and that of St. Petersburg, Florida, with its three 
r’s of romance, religion, and rheumatism. 

10. Number and distribution of workers.—Are the workers 
evenly distributed over the United States in proportion to 
population, or concentrated in certain areas? Where? Why? 

Do conditions in small towns and rural areas differ mate- 
rially from those in urban centers? How? 

Can a person practice this occupation anywhere that he 
may wish to live? 

For example, over the country at large it takes a population 
of about 300,000 to support one landscape architect. If you 
have a boy who wants to be a landscape architect, he will al- 
most certainly have to live in one of three places: A very large 
city; a suburb where there is a heavy concentration of wealth; 
or a state or national capital where the taxpayers will pay his 
salary. There are individual exceptions to this, as to all 
generalizations, but the probability remains. 

11. Advantages and disadvantages—What do workers 
say they like best and dislike most about their jobs? Some of 
the most revealing information about occupations that you will 











60 The Educational Record Supplement for January 1948 


ever get, you can pick up very easily and casually by asking all 
the people you meet what they like and dislike about their 
jobs. You will often be surprised. 

Are hours regular or irregular, long or short? Is there fre- 
quent overtime or night work? Is there Sunday and holiday 
work? 

What about vacations? 

Is employment steady, seasonal, or irregular? Does one 
earn more or less with advancing age, for example, profes- 
sional athletes? Is the working lifetime shorter than average, 
for example, movie stars? A few years ago a famous Broad- 
way actress wrote an article about her occupation in which she 
said that she had earned as high as five hundred dollars a week 
on Broadway, but that the periods of unemployment “between 
engagements” were so extended that her average earnings 
during the time she was a professional actress were not five 
hundred dollars a week but thirty-five dollars a week. 

Are the skills acquired transferable to other occupations? 

Is the work hazardous? What about accidents and occu- 
pational diseases? 

In comparison with other occupations requiring about the 
same level of ability and training, in what ways is this one 
more or less attractive? 


WHEN TO TELL 


There are two strategic points at which large numbers of 
students are likely to need occupational information at about 
the same time. 

The first point is when the students are about to make im- 
portant choices among educational programs which lead to 
different occupational outlets, for example, in the eighth or 
ninth grade when students must choose a high school cur- 
riculum—academic, commercial, technical, and so forth; in the 
twelfth grade when some students are still reconsidering their 
choice of a college—engineering, business administration, 
liberal arts, and so forth; in the freshman or sophomore year 
of college, if the students must select a major field at this 
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point; and in the senior year of college for those who expect 
to enter graduate school. At all of these points the major 
emphasis should be on the educational plan. Facts about jobs 
should be introduced only when they have a direct influence 
upon the choice of education. 

The second point is when students are about to quit school 
and go to work, for example, in the senior year of high school; 
in the senior year of college; in the last year of graduate 
school; and at whatever other points students drop out of 
school. These are the most important points for the presen- 
tation of occupational information. At all of these points the 
emphasis should be on beginning jobs immediately available. 
The information should be accurate, realistic, specific, up to 
date, and down to earth. 


How To TELL 


There are dozens of different ways of presenting occupa- 
tional information. I shall mention only seven. 

1. Through the library.—Out-of-date publications should 
be removed at least once a year. I dare each one of you to go 
home, ask your school librarian to show you the bookshelf on 
occupations, and then look at the copyright dates of the books 
on that shelf. Yours will be an unusual library if you do not 
find at least one book that is twenty-five years old, on the same 
shelf with the books published this year or last year, and with 
nothing to warn the naive student that the older book is re- 
grettably out of date. Pull off those old books and ask the 
librarian to burn them, or to sell them and buy some new ones, 
or at least to transfer them to the historical section. Then add 
new publications at regular intervals. 

Select your new publications for purchase from those recom- 
mended in the Occupational Index ($5.00 a year from Occu- 
pational Index, Inc., New York University, New York 3, 
N.Y.). 

2. Through interviews—No counselor can be a walking 
encyclopedia of occupational information; but every good 
counselor spends part of his time dispensing such appropriate 
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information as he has, looking up additional information, and 
suggesting sources of information to his students. Beware]! 
Too many counselors “know” too many things that are no 
longer true. Do not give out misinformation. I suppose no 
one will ever know how many well-meaning, amateur coun- 
selors are still telling students who want to enter medicine that 
they should take two or three or four years of Latin. But the 
New York Academy of Medicine tells us that there is hardly 
a medical school in the country which still requires Latin. 

3. Through visits to places of employment.—These enable 
students to see, smell, hear, and feel the working environment 
and to ask questions about jobs. They are among the best 
and easiest ways to present information about a variety of 
jobs to the student whose ambitions exceed his abilities. Such 
a student frequently resists all attempts to change his plans 
until he has found an acceptable substitute occupation. He 
even resists the acquisition of information about other occupa- 
tions. But nearly all students like to go on trips; nearly all 
people like to watch other people work, whether or not they 
think there is any likelihood of ultimately following the same 
occupations themselves. 

4. Through group conferences.—Guest artists at confer- 
ences should be potential employers and other representatives 
of occupations which former students have entered. Hold 
each conference on a different day so that each student may at- 
tend as many as he likes and the counselor may attend all. 
This helps to keep the counselor’s information up to date. 
Do not let the guest make a speech. Handle all conferences 
on a question-and-answer basis. Give the students ample op- 
portunity to ask questions. 

5. Through follow-up studies —Have a class in occupations 
or a homeroom group or a career club make a follow-up study 
of drop-outs and graduates to learn where they have found 
jobs, what they like and dislike about their jobs. 

6. Through student research._—Give the student an outline 
of questions to be answered, a list of bibliographies and other 
sources of information, and have him prepare his own study 
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of each occupation in which he is seriously interested. The 
average student cannot be expected to carry this very far 
without some follow-up on your part. 

7. Through a course in occupations——Any or all of the 
procedures listed above may be used in teaching a course in 
occupations. More than two hundred thousand secondary 
school students were enrolled in such courses at the last count. 
The course should be elective. The teacher should learn with 
the students. (Most of us need to.) Do not use a textbook. 
Get up-to-date information from original sources. Take the 
students with you. 

I think the course in occupational opportunities is the ulti- 
mate answer to the problem of telling school and college youth 
about occupations. We use group instruction to tell them 
about algebra, chemistry, history, and literature. Why should 
we not use group instruction to tell them about occupations? 
We have had a little research on the results of occupational 
orientation courses. Stone, at the University of Minnesota, 
found that a course in vocational orientation plus counseling 
produced better results than counseling alone, when the results 
were measured against a criterion of probable aptitude for 
the chosen occupation. Nick reported an informal group 
program in which occupational information was presented to 
high school juniors and seniors in Erie, Pennsylvania, with a re- 
sultant modification in student plans which brought them more 
in line with employment opportunity. Studies by Kefauver, 
Hand, Sachs, and others have indicated that these desir- 
able results do not always follow when the teachers are un- 
trained. It is regrettable, but apparently true, that most of 
the persons teaching classes in occupations today have had 
no training for the work in either subject matter or methods, 
that they know little more about occupations than the students 
do, and that they know almost nothing about how to teach 
the subject. If we are going to get any effective work done 
in this field, we must insist that the people who teach courses 
in occupational opportunities should have as an absolute mini- 
mum a basic course in the principles and techniques of voca- 
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tional guidance, a second course on occupational information 
and the sources from which it may be obtained, and a third 
course on methods of teaching the subject. As rapidly as pos- 
sible we should require the certification of such teachers with 
a subject-matter background comparable to that required of 
teachers in other subjects. 


There is more to vocational guidance than the presentation 
of facts about jobs. Good vocational guidance requires also 
the skillful appraisal of individual abilities and limitations, 
counseling, placement, and follow-up. 

I think we may be approaching the time when all of these 
aspects of vocational guidance will be proportionately em- 
phasized. In the early days much of our emphasis was on 
placement and occupational information. Currently, espe- 
cially in the testing centers set up on contract with the Veterans 
Administration, the emphasis has been largely on aptitude 
testing. And the recent excitement over nondirective coun- 
seling has led a few persons to think that a counselor need 
know nothing except how to keep his mouth shut! 

But the top people in vocational guidance, as far back as 
Frank Parsons, have always recognized that effective voca- 
tional guidance demands approximately equal emphasis on 
the study of the individual and the study of occupations, fol- 
lowed by unhurried counseling, leading to placement and 
follow-up. Without any one of these, we are in grave danger 
of producing a program that will not produce results. 

Probably the two most important decisions that any man 
ever makes are, one, whom he will marry; and two, what he 
will do to make a living. These two decisions probably do 
more to affect his lifetime happiness, contentment, and satis- 
faction than anything else that is within his own control. 
Certainly, the choice of a career should not be made without 
adequate and accurate information about what lies ahead. 
Certainly, the schools and colleges of this country have few 
responsibilities that are more compelling than that of helping 
their students to get occupational information. 





The Use of Preference Measurement 
in Vocational Guidance 
By FREDERIC KUDER 


This country has many industrial problems at the present time—prob- 
lems of equipment, method, organization and so on. But I do not think 
it will be denied that the overwhelmingly important one is the problem 
of incentives to effort. However well organized and equipped we may 
be, we cannot succeed industrially unless we find some kind of satisfac- 
tion in our work. 


Nigel Balchin. He was speaking of his own country, but 

his concluding words are applicable, I believe, to any 
country. The contribution of job satisfaction to accomplish- 
ment and success is a vital one. Too often its importance is 
overlooked. As Balchin further points out, 


T ie WORDS were written recently by an Englishman, 


It is a fact that if the necessity of earning a living were abolished to- 
morrow, very few people would do nothing, or even exert themselves 
less. They would merely do other things. The problem is to employ 
this vast, willing fund of human energy in ways which are at once satis- 
fying and productive.” 


I had occasion to think of these statements just the other 
day when I was serving as a consultant in a government agency. 
One morning I noticed that the new typist who occupied one 
corner of my room was engaging in a very odd behavior. 
When I first noticed her particularly, she was merely sitting 
at her typewriter staring vacantly ahead as though she had 
become so exhausted she simply had to rest a while. In the 
course of time she moved her head slightly, typed three words 
slowly, and then returned to her trance. After a while she 
typed a few more words, and then with a great burst of energy 
pulled her work out of the typewriter and dropped it in the 


*Nigel Balchin, “Satisfactions in Work,” Occupational Psychology, XXI 
(1947), 125-34. 
* Ibid. 
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wastebasket. I did not keep very good track of her after that, 
But I could not help noticing, as the day wore on, that there 
was an increase in rest pauses and amount of paper in the 
wastebasket, to say nothing of several long absences from the 
office. Needless to say, I was puzzled at how the girl ever got 
the job. 

Two or three days later at lunch one of the men remarked 
that Miss Adams was considering leaving to become a hostess 
with an airline. One of the others exclaimed bitterly, ‘Well, 
I hope she leaves, and I hope she makes a better hostess than 
typist!” In answer to inquiries from the rest of us, he ex. 
plained that Miss Adams had been working for him, and that 
she could spend more time getting less work done than any- 
one else he knew. 

At this point, I decided to ask how Miss Adams had ob. 
tained her job in the first place. “After all,” I said, ‘“‘you are 
operating under a merit system. Didn’t Miss Adams have 
to pass an examination, including a typing test?” 

The answer was significant. “Oh, yes. She passed an ex. 
amination. She is perfectly able to do the work. As a matter 
of fact, she has plenty of ability. But she’s simply not inter- 
ested.” 

I wish there were a sequel to this story. Miss Adams did 
leave, but I do not know how she made out on the new job. 
Perhaps some day I shall learn that she is happily doing an 
efficient job of being an airline hostess. As a matter of fact, 
I think she may be doing well. Such things do happen. The 
sad thing is that they do not happen more often by design 
rather than by accident. 

I suppose any experienced personnel manager could give 
an abundance of examples of people of this sort—people who 
obviously have the ability to do a good job, but who simply 
do not do a good job. There is no need to remind this audi- 
ence that the same type of thing occurs in the field of education. 
There are always those baffling cases of students who do not 
accomplish what, from the available evidence, they are capable 
of accomplishing. They are the ones who probably, in the 
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words of Professor Pressey, ‘‘need a fire built under them.” 
They are the despair of the prognosticators who want to meas- 
ure not only what a student or worker can achieve, but also 
what he will accomplish. 

As a matter of fact, we seem to have very nearly reached 
a ceiling in some areas in our attempts to predict achievement 
from tests of ability. The other factors which affect achieve- 
ment are no doubt many. But it seems probable that in many 
cases of apparent discrepancy between ability and accomplish- 
ment the problem is one of motivation. If this hypothesis 
is correct, the discovery of the areas in which a person is well 
or poorly motivated is an important step in helping him find 
the kind of work for which he is suited. 

It was with this idea in mind that I set about, some years 
ago, the task of discovering the direction of peoples’ motiva- 
tion through the use of a paper-and-pencil test. The following 
principles were evolved as being important in such an under- 
taking: 

1. A stable form of test item should be used. By item 
stability is meant that the correlation of the item with other 
measures is relatively independent of context or position within 
the test. Use of items of stable form makes it possible to 
improve tests through revision after analysis, with the as- 
surance that the reliability and validity of the scales developed 
will not be destroyed by the change in order and context. 

2. Scoring should be kept as simple as possible. 

3. In the interest of efficient measurement, the scales de- 
veloped should be relatively independent. For purposes of 
prediction and differentiation, it is wasteful for tests in the 
same battery to measure the same thing. 

I shall not attempt to review here the research which led to 
the selection of the preference type of question and to the 
building of the nine scales which now constitute the Preference 
Record.*® These details are available in the literature and in 
the manual for that blank. Suffice it to say that the prefer- 


*Kuder, Preference Record (Chicago: Science Research Associates, 1942). 
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ence type of question was found to be stable and reliable, and 
that the scales developed overlap relatively little. 

I hope that I will be pardoned if, in the discussion that fol- 
lows, I restrict my treatment to results obtained with the 
instrument which I have developed. The task of evaluating 
other approaches properly belongs to observers not already 
identified with a particular method. 

At this time it is perhaps appropriate to inspect the avail- 
able data to see to what extent a consideration of preferences 
can contribute to the better prediction of success. 

Evidence has been collected by a number of investigators 
(Triggs,* Mangold,® Crosby,* Yum,’ Frandsen,* Bolanovich 
and Goodman,’ Thompson,” and others) which indicates a 
relation between preference scores and long-range achieve- 
ment in various areas of study. Frandsen, for example, found 
a correlation of .50 between scientific preferences and scores 
on the USAFI Natural Science Test. A correlation of this 
size is amazing in view of the many other factors of ability 
and motivation which undoubtedly affect academic achieve- 
ment. On the other hand, Frandsen found some cases of zero 
or negative correlation when a positive relation might logically 
be expected on first thought. Other investigators have usually 
discovered a few striking positive correlations in expected 

‘Frances O. Triggs, “A Study of the Relation of Kuder Preference Record 
Scores to Various Other Measures,” Educational and Psychological Measure- 
ment, III (1943), 341-54. 

* Betty-Jane Mangold, An Analysis of the Kuder Preference Record (Unpub- 


lished Master’s thesis on file in the Henry Pfeiffer Library, MacMurray College, 
Jacksonville, Ill.). 

*R. C. Crosby, “Scholastic Achievement and Measured Interests,” Journal of 
A pplied Psychology, XXVII (1943), 101-4. 

*K. S. Yum, “Student Preference in Divisional Studies and Their Preferential 
Activities,” The Journal of Psychology, XIII (1942), 193-200. 

* Arden Frandsen, “Interests and General Educational Development,” Journal 
of Applied Psychology, XXXI (1947), 57-66. 

* Daniel J. Bolanovich and Charles H. Goodman, “A Study of the Kuder Pref- 
erence Record,” Educational and Psychological Measurement, IV (1944), 
315-26. 

* Claude Edward Thompson, “Personality and Interest Factors in Dental 


School Success,” Educational and Psychological Measurement, IV (1944), 
299-306. 
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areas, with low or zero correlations in other areas which 
might also logically be expected to have positive correlations. 
In rare instances, negative correlations have been found con- 
trary to expectations. But I think it is a fair statement to say 
that the trend of the evidence is toward positive correlations 
between corresponding preference and achievement areas. 

There are certain areas in which a relation almost always 
shows up if they are included in the study. In general, scien- 
tific, mathematical, and literary preferences have been found 
to be definitely related -to achievement in parallel areas of 
achievement. In other areas, results have not been as clear 
cut. Frandsen suggests that one reason for the lack of rela- 
tion in certain fields is that the achievement and interest areas 
are not necessarily psychologically equivalent, though they 
may have similar titles. For example, the Social Service 
Scale of the Preference Record is concerned with preferences 
for being of rather direct help to people. There may well be 
some doubt as to whether this preference is psychologically 
equivalent to the content of examinations in the social studies, 
although there is a similarity in the titles of the two measures. 

A limited amount of work has been done on the problem 
of actually predicting grades with batteries of tests which 
include preference measures. In an unpublished study, Todd 
found that the addition of preference scales increased the 
validity of his battery from .57 to .67. This sort of increase 
is possible because the preference scales usually overlap very 
little with measures of ability. In another study by Detchen,™ 
preferences formed an important part of a battery developed 
to predict achievement in the social sciences. Kendall and 
Hahn have reported a significant correlation between the 
Scientific Preference Scale and grades in a college of medicine, 
and have included it in a recommended battery of tests. 

™ Lily Detchen, “The Effect of a Measure of Interest Factors on the Prediction 
of Performances in a College Social Sciences Comprehension Examination,” Jour- 
nal of Educational Psychology, XXXVII (1946), 45-52. 

“ William E. Kendall and Milton E. Hahn, “The Use of Tests in the Selection 


of Medical Students by the College of Medicine of Syracuse University,” The 
American Psychologist, 11 (1947), 297 (abstract of paper). 
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There is also some evidence concerning the relation of 
preferences to achievement on the job. Studies in this field are 
difficult to make because adequate measures of success are ex- 
ceedingly hard to obtain. Even so, a number of studies have 
been conducted in industrial concerns. These companies are 
generally reluctant, however, to allow specific reference to 
their findings. The best correlation of which I know is the 
remarkable one of .48 between computational preference 
scores and proficiency ratings of clerks. I have just heard of 
a study of Army recruiting officers which revealed the Per- 
suasive Scale to be significantly related to the criterion used. 

Of course, our definition of success in an occupation is fun- 
damental to this problem of predicting success. The studies 
mentioned used some index of proficiency or achievement as a 
measure of success. These measures can be justified in terms 
of the employer or the educational system. From the stand- 
point of the individual, however, it might well be argued that 
the important thing is whether he finds what he does to be 
pleasant and satisfying. Whether a person achieves fame and 
fortune or high esteem in the sight of his supervisor is relevant 
only to the extent to which such achievement contributes to his 
feeling of satisfaction and well-being. From this point of 
view, some measure of job satisfaction should be used as a 
criterion. After all, ultimate satisfaction in the job is usually 
a person’s most important objective in the selection of a career. 

A start has been made in this important area by several 
investigators. Hahn and Williams * studied the relation of 
job satisfaction of three clerical groups of women Reservists 
in the Marine Corps to scores on the Preference Record. 
Significant differences on the Clerical Scale were found between 
the satisfied and dissatisfied workers in all three groups. 

Brayfield, in an as yet unpublished study in an industrial 
concern, also found significant relations between job satisfac- 
tion and scores in certain preference areas which might logi- 

% Milton E. Hahn and Cornelia T. Williams, “The Measured Interests of 


Marine Corps Women Reservists,” Journal of Applied Psychology, XX1X (1945), 
198-211. 
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cally be expected to be related to their jobs. Di Michael and 
Dabelstein,** studying vocational rehabilitation counselors, 
found certain significant relations between preferences and 
satisfactions with the job as a whole, as well as with satisfac- 
tion with certain aspects of the job. The Service Activities 
Scale was positively related to satisfaction with the job. Work- 
ers with high social service or persuasive scores tended to like 
interviewing clients more than those with lower scores on these 
scales. Those with high clerical preferences scores tended 
to like handling their clerical work more than those with 
lower clerical preferences scores, and the persuasive scores 
were related to a liking for contacting employers. 

By far the greatest amount of data now available pertain 
to the way in which people in various occupations differ in 
their preferences from people in other occupations. The ex- 
tent to which segments of the population differ from other 
segments is almost startling. We find sales managers very 
high, on the average, on persuasive preferences, for example, 
while chemists are low in the same area. Chemists are charac- 
teristically high on scientific preferences. Engineers tend to 
be high in both the mechanical and scientific areas. Account- 
ants are extremely high on the Computational Scale, while 
actors are very high on literary and musical preferences. And 
so it goes. Each occupation has its characteristic profile. 

The rather extensive array of evidence which has been 
collected is of course only a drop in the bucket compared to 
what needs to be obtained. But these results at least indicate 
that we are in promising territory. Studies can be undertaken 
in this field with some confidence that they will contribute to 
our ability to help people get into suitable occupations. 

Some twenty years ago, Hull expressed the fond hope that 
some day it would be possible to feed a person’s scores on a 
number of tests into one end of a machine and obtain from 
the other end a paper tape giving predictions of the degree of 

“S. G. Di Michael and D. H. Dabelstein, “Work Satisfaction and Work Eff- 


ciency of Vocational Rehabilitation Counselors as Related to Measured Inter- 
ests,” The American Psychologist, 11 (1947), 342 (abstract). 
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success which that person might be expected to attain in each of 
a large number of occupations. The person involved could then 
consider these predictions in choosing an occupation. 

I have always been intrigued by Hull’s idea. We do not 
have the machine today, and we do not have adequate data 
on which such a machine could be based, but I believe the 
prospects of our getting something of the sort have greatly 
improved. Relatively independent measures of both abilities 
and preferences have been developed. Various aspects of the 
problem are being tackled by more and more organizations 
with resources greater than anything anyone dared hope for 
twenty years ago. The fact remains that every step forward 
is exceedingly costly in terms of time, energy, resourcefulness, 
and money, and progress is exasperatingly slow. A tremen- 
dous amount of research needs to be done before anything 
approaching Hull’s dream can be realized. 

In the meantime, the question remains as to how, in guid- 
ance, we can make the best use of available data, imperfect 
though they may be from the standpoint of making precise 
predictions of success in a large number of occupations. As 
you might guess, my own leaning in the matter is to start with 
measures of preferences in order to narrow the occupations 
considered to a comprehensible area. If this approach is used, 
occupations with preference profiles similar to those of the 
counselee can be selected for investigation. A consideration 
of evidence concerning the individual’s abilities in various 
areas can then be used to reduce the occupations being con- 
sidered to a smaller and more manageable group. 

The problem of finding those occupational profiles which 
most resemble a given person’s preference profile on its sig- 
nificant features is not a simple one. Probably the most com- 
prehensive approach would be to develop equations which 
make the best possible differentiation between those in a 
selected occupation and people-in-general. Equations of this 
sort have been developed for engineers, accountants, nurses, 
and meteorologists. The as yet unpublished comprehensive 
study of types of nurses, by Triggs, is a splendid example of 
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the use of this procedure. Other occupations are being studied 
in the same fashion, but it is apparent that it will be some time 
before such equations can be made available for any consid- 
erable number of occupations. 

Another possible procedure is to select those areas in which 
a person is extremely high or extremely low, and to find oc- 
cupational groups whose average profiles show similar high 
and low points. This is a less precise procedure but the more 
practical in our present state of knowledge. Some unpublished 
research by Professor Paterson has indicated that people ex- 
perienced in the field can evaluate profiles quite successfully 
by inspection. 

At this point I cannot resist the temptation to elaborate. 
I am frequently asked why I do not encourage the use of item 
analysis of the Preference Record for the development of 
scales for specific occupations. The implication is strong in 
many of these questions that item analysis is ipso facto the best 
possible way of developing an occupational scale. I would 
like to point out at this time, therefore, that this assumption 
has never been demonstrated, and, furthermore, that it is 
not supported by test theory. 

Item analysis as generally employed in this field involves 
weighting individual items in proportion to their power to 
differentiate between a selected occupation and people-in-gen- 
eral. No account is taken of overlapping with other items 
in the test. This situation means that the factors represented 
in the test are not necessarily weighted in the final scale in a 
way which will produce the greatest differentiation. In fact, 
if such weighting does happen, it is accidental. Take the case 
of two independent factors of equal validity in differentiating 
those in an occupation from people-in-general. If there are 
more items in the test representing Factor I than there are 
representing Factor II, then Factor II will receive a dispro- 
portionately low weight in the occupational scale which is de- 
veloped, and there will be some loss in differentiation. 

If, on the other hand, we use reliable scales measuring the 
factors involved (or a limited number of relatively independent 
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measures which account for the same variance), it is possible 
to develop equations which produce the best possible differen. 
tiation. This approach, of course, takes into account any over- 
lapping which may exist among the basic measures used. 

There is every reason to believe, then, that equal or greater 
validity will be attained through the differential weighting of 
a number of independent, reliable scales than can be attained 
by weighting a collection of heterogeneous items, assuming that 
the same fundamental factors are sampled in each instance, 
This principle is accepted as a matter of course in the field of 
ability measurement. For some reason, it has been less well 
recognized in the field of interests. 

It may be mentioned that one study has been made in which 
occupational interest scales based on item analysis were ap- 
proximated by the use of weighting four independent measures. 
However, it should be noted that this study did not afford any 
opportunity to compare the validity of the two approaches. 
The equations based on the four measures were not developed 
from the original occupational data, but were made to predict 
occupational scales which had previously been developed by 
item analysis. This procedure necessarily prevented improy- 
ing upon the original scales. 

Mr. Balchin, whose words I quoted earlier, used his state- 
ment as a starting point for a plea to make jobs in general 
more interesting to the worker. I have used the same point 
of departure for a discussion of one approach to the problem 
of discovering the kind of work in which a particular person 
will find a lasting satisfaction, with the idea of capitalizing on 
individual differences in motivation. Both approaches are, of 
course, important. They properly go together. Mr. Balchin 
feels we may eventually have to do away with certain kinds of 
work because we are gradually reaching the point where work- 
ers can exercise greater choice. There is the likelihood, he 
feels, that more and more of them will eventually refuse to 
spend the best part of their waking moments over a period of 
forty-five years at work they do not like. As Mr. Balchin puts 
it, the worker on a job he does not like may eventually say 
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something like this to his employer: “This is unreasonable, I 
have only one life to live. Why should I spend the best part 
of it in factories and mines? They may be air-conditioned, 
but I don’t want to be in them. The work may be light, but I 
don’t want to do it. . . . You can go and climb a tree.” * 

Mr. Balchin’s point is a pertinent one. We have far to go 
in making specific jobs more attractive and satisfying to the 
worker. Perhaps, as he hopes, we can manage eventually to 
make practically all jobs not seem to be work at all—at least 
to some people. But I think you will agree we will not find it 
possible to make all jobs attractive to all people, or any one 
job acceptable to everyone. 

For we cannot ignore the existence of marked individual 
differences. As a matter of fact, I am inclined to believe that 
a thorough investigation is likely to reveal that there are very 
few jobs indeed which nobody likes, assuming, of course, a rea- 
sonable quality of supervision and management. 

The thing which strikes one in working in this field is the 
fact that people do differ tremendously in what they want and 
what they enjoy. I have been surprised over and over again 
by people commenting on certain questions in which the task is 
to indicate which of three activities the person would like most 
and which he would like least. “Surely,” they sometimes say, 
“no one would choose anything but this activity first,” whereas 
an actual check of the choices which have been recorded 
shows, as often as not, that people in general distribute their 
first choices rather evenly among the activities named in the 
question. 

Perhaps, then, it may not be necessary to abolish many jobs 
after all! Perhaps after making a few of the least popular 
ones more attractive, we can actually find people who can 
pursue all the various vocations available with true enjoyment! 

The need for more and still more experimentation and data 
in this field is great. The opportunity to contribute to the 
better adjustment and efficiency of our citizens is almost limit- 
less. Of course, we must acknowledge at the start that the 

“Op cit., p. 127. 
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tremendous job to be done can never be completed. There 
will always be new or changed occupations to tackle even if the 
time is reached when all existing occupations have been studied. 
Fortunately there is growing interest in the field. The time 
has come when we can confidently expect increasingly rapid 
progress toward solving this vital problem of helping the indi- 
vidual find an occupation which will bring him satisfaction and 
happiness. 


Fa 





The Relation of Social Competence 
to Social Adjustment 
By EDGAR A. DOLL 


N ORIENTING this presentation to the theme of this confer- 
I ence, “Education for Social and Vocational Adjustment,” 

the argument will be concerned principally with (a) the 
concept of adjustment, and (b) the measurement of social 
competence. We shall think of adjustment as the behavioral 
expression of the individual’s balance between proficiencies and 
disabilities, needs and frustrations, aspirations and conflicts. 
We shall not be immediately concerned with the work-methods 
employed in such problem-solving situations as a means of 
achieving behavioral balance, but rather with the end results 
or the psychosocial homeastasis between the individual and his 
environment. We shall here be only lightly concerned with the 
measurement of those aptitudes and attitudes which determine 
the direction and strength of the opposing tendencies involved 
in the balance of forces between the psychobiological propensi- 
ties of the individual in relation to the urgencies of his en- 
vironmental stresses. 

The measurement of human attributes has progressed at a 
rapid and effective pace during the past half-century. The 
measurement of the social stresses which overtax or capitalize 
these attributes has been appreciably less successful. This im- 
balance in the field of measurement is largely due to the greater 
susceptibility to measurement on the part of individual at- 
tributes as compared with the environmental stresses. It is in 
part due to a professional bias on the part of psychologists 
toward measurement, and the more limited interest in measure- 
ment on the part of sociologists regarding social forces. There 
is need for coordination in the two fields of effort rather than 
independent exploitation of either. 

The imbalance is further aggravated by the tendency of 
psychological and educational measurement to be directed 
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toward particular aptitudes (or disabilities) with insufficient 
consideration of the individual as a whole. This leads to in- 
complete evaluation of the interrelation of one aspect to an- 
other of the total individuality. 

More recently we have seen increasing emphasis on the need 
for relational measurement with respect to holistic, global, or 
molar assets in their integrative patterns or gestalts as against 
their discrete, isolated, or molecular fractionation. Encourag- 
ing progress is, however, being made in the direction of evalua- 
tion of the total personality in respect to both its common ele- 
ments and its unique patterns with reference to individual psy- 
chobiological needs on the one hand and its personal-social 
purposes on the other. 

With such premises in mind we may more clearly conceive of 
social adjustment as the behavioral reflection of the integra- 
tion, malintegration, or disintegration of behavioral tendencies 
in reaction to social situations. We see, then, the individual 
achieving psychosocial homeastasis at minimum or optimum 
level as a balance of forces, whether conceived as a mechanical 
system or as an ego-determined outcome. Such social adjust- 
ment may be inadequate, irrational, unrealistic, undesirable, 
unconventional, or simply socially objectionable. This we call 
maladjustment. Or the balance in behavior may be considered 
adequate, rational, realistic, desirable, conventional, or simply 
socially commendable. Since individual psychology has been 
heavily concerned with human deficit rather than human asset, 
we have no antonym for maladjustment. May I suggest 
that we call it “bonadjustment.” What is important here is 
that adjustment may be either good or bad, optimum or mini- 
mum, adequate or inadequate. Consequently, it behooves us 
to promote full expressive capitalization of assets as well as 
remedial correction of deficits. Education has far too long 
been concerned with bolstering deficiency rather than with 
fostering talent. There is a marked bias toward deficits in the 
field of measurement; not that assets are not measured, but 
rather that their significance is undercapitalized. 

In dealing with the problem of social and vocational adjust- 
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ment, education has notoriously ignored certain major biologi- 
cal, psychological, and social principles in relation of learning 
as adjustment to learning as achievement. As a result of al- 
most bigoted devotion to the tacit assumption that only that is 
learned which is formally taught, we have relied too much on 
subject-oriented instruction and not enough on pupil-oriented 
growth and experience. If education is to adapt classroom 
instruction to child growth and development, it must have more 
regard for both the direction and the timing of instruction. 
The great scandals in education are teaching too early or too 
late, too little or too much, too easy or too difficult, with over- 
emphasis on the acquisition of knowledge and underemphasis 
on self-reliance in the pursuit of knowledge. Our curriculums 
must be revised in stages, content, and method to the realistic 
levels of personality maturation and the related selectivity of 
motivation and experience. 

The first of these principles is biological. This involves 
awareness of the growth and development of the individual 
as a maturing organism. This principle reveals that birds 
grow into flying, and that children grow into walking. Learn- 
ing to fly or to walk presupposes such growth (and develop- 
ment). We need not teach ducks to swim, and we do not suc- 
ceed in teaching chickens to swim. Morphological propensities 
determine these possibilities. The successive stages of growth 
and maturation are reflected in progressive patterns of be- 
havior. Whether we consider these as instinctive patterns or 
growth patterns of behavior, the fact is that they reflect defi- 
nite footsteps and milestones in the normal processes of growth 
and development. Social adjustment, whether minimum or 
maximum, whether “mal” or “bon,” is consequently first re- 
lated to the degree of growth or development (maturation) 
reflected in the particular individual in relation to his most 
appropriate norm. 

A second principle is that of environmental selectivity. In- 
dividual growth and development is obviously modified by per- 
sonal-social experience in the world of things, people, and ideas. 
The adjustment of the maturing organism to environmental ex- 











80 The Educational Record Supplement for January 1948 


perience is itself maturational since the organism exercises a 
selective relation to its environment. The conditioned conse- 
quences of such relation reflect this continuing impact of the 
developing organism to a universe of manifold opportunities. 

A third principle is apparent in the aspirational aspects of 
psychobiological and psychosocial dynamic motivation. What 
the child learns reflects what he wishes to learn. Here his per- 
sonality needs, purposes, desires, and frustrations reflect an 
interplay of maturational aptitude with environmental in- 
spiration. And here the problem of adjustment is one of the 
relation of aspiration to aptitude, of wish to reality, of pur- 
pose to practicability. Such aspiration may reveal urge from 
within or pressure from without. Here we encounter expres- 
sive striving whether derived from self-projective “‘needs” or 
from the aspirations of the parent for the child or the teacher 
for the pupil. It is particularly in this realm of projective 
aspiration that fertile opportunities for maladjustment as well 
as bonadjustment occur. The substitutive projection of adult 
needs or purposes toward the child may overtax, undertax, or 
otherwise interfere with the child’s own level of aspiration in 
relation to his maturational aptitudes and environmental 
selectivity. 

Adjustment, then, is seen as dependent upon the degree and 
kind of coordination or harmony obtaining among these vari- 
ous relationships. This we commonly refer to as “the be- 
havioral reflection of personality integration.” We see it re- 
flected in emotional immaturity where reality and wish are out 
of balance, where desire and aptitude are discordant, or where 
mature capacity coupled with immature aspiration result in low 
degree of environmental capitalization. Our concept of ad- 
justment must, therefore, be related to this global or compre- 
hensive relation of individual attributes to environmental op- 
portunities. Our point of view should be positive as well as 
negative, expressive as well as corrective, and focused toward 
the capitalization of talent rather than the subsidizing of 
defect or deficiency. 

But it is dificult to pursue this molar concept of adjustment 
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in the field of measurement beyond fairly definite limits. The 
holistic individual not only may, but also actually must, be 
considered with respect to the elements which contribute to his 
aggregated individuality and the social moments which modify 
its behavioral manifestations in the social scene. This results 
in the fragmentation of measurement directed toward particu- 
lar aptitudes, attitudes, or attributes and the assessment of 
their relative contribution to the integrated whole. In such 
particular measurement much progress is evident. But we have 
not yet made much practical progress in the quantitative 
synthesis of such details. Consequently we must continue to 
rely on the art of personality evaluation until its science is 
further advanced. How many and which of the numerous 
and diverse details of total personality study can be encom- 
passed, for example, within the technique of the regression 
equation? 

Some of these distinctive aspects of the personality appear 
to be more potent than others in the over-all evaluation of 
adjustment. For example, intelligence, however inadequately 
conceptualized at present, appears to reflect the most important 
single aspect of the personality, or at least to command its most 
general emphasis. Obviously, the effective use of intelligence 
may be reduced or disturbed by other personality attributes 
such as emotional repression or perverted motivation. Yet 
it is precisely such interferences with the normal expression of 
intelligence that yield the largest single returns in the present 
systems of either group or clinical measurements. 

When we search outside the field of intelligence for any 
single over-all measurement of personal adequacy, we find 
little to rely upon in the area of human measurement. This 
lack is significantly reduced by the Vineland Social Maturity 
Scale * which seeks to quantify the evaluation of social com- 
petence as a global aspect of individual maturation at succes- 
sive age levels. This instrument provides a first means for the 
measurement of social self-sufficiency in terms of overt social 


*Edgar A. Doll, Vineland Social Maturity Scale (Minneapolis: Educational 
Test Bureau, 1946). 
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performances. This is expressed as effective accomplishment 
of the level of aspiration in relation to the complex of personal 
attributes and social urges. Such an instrument provides a 
point of departure or of orientation in all casework and is a 
point of reference for the measurement of specific aspects of 
total individuality. This device deliberately avoids the meas- 
urement of specific aptitudes or disabilities, but seeks instead 
to assess their relational efficacy. It avoids the specific influ- 
ence of environmental opportunity by endeavoring to deal 
with those aspects of social adequacy which are common to all 
environments. In so far as it fails to do this, it poses modes 
of specific environmental expression which may be used as 
points of reference for the evaluation of other environments. 

For example, in the course of maturation the child reaches 
a stage where he feeds himself. Whether he eats with his 
fingers, with chopsticks, or with a table-fork may be an en- 
vironmental convention. Whether the relative difficulties of 
such conventional modes of achievement are equal or different 
can readily be determined by investigation. And similarly for 
other details of social adequacy. 

In all environments the infant is initially dependent on 
others; but as he grows and develops, he achieves progressive 
independence; and as an adult he assumes responsibility for 
the welfare of others. In other words, in the process of grow- 
ing up he passes through successive stages of dependency, self- 
sufficiency, and personal-social group and domestic responsi- 
bility. His social adequacy, therefore, is individual, parental, 
and communal. We have, then, an over-all measure of social 
competence to which the problem of social adjustment may be 
referred, but without direct identification. That is, the indi- 
vidual, whether relatively socially competent or incompetent, 
may be maladjusted or bonadjusted according to the social ap- 
probation attaching to the expression of such competence. The 
misdirection or perversion of social competence poses moral 
issues with which the concept of adjustment may or may not be 
properly concerned. Indeed, it is this question of moral values 
with which the world expects education to be increasingly con- 
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cerned since the misdirection of talent is far more dangerous 
socially than the misdirection of deficiency. Thus, the com- 
petent criminal is more dangerous than the incompetent, and 
the misguided leader more of a social menace than the mis- 
guided follower. And society loses rather than gains from 
the offender’s adequacy because of his perverted purposes. 

In constructing such a scale for the measurement of social 
competence, the immediate task was one of reducing general 
observations of social adequacy to conceptual principles and 
these in turn to some form of expression susceptible to measure- 
ment. This was accomplished by reducing the over-all concept 
to specific categorical modes of performance. Two approaches 
were employed, first, a categorical analysis into such major 
areas of adequacy as self-help, locomotion, communication, oc- 
cupation, and socialization; and, secondly, the formulation of 
definitive stages of maturational progression of performances 
within these categories. The endeavor further required the 
avoidance of specific aptitudes and attitudes in favor of their 
composite integration. Consequently, such specific qualities 
as intelligence, skill, emotionality, and the like as primary 
abilities were avoided in favor of their combined effects as 
compounded behavior. Thus, the ability to dress one’s self at 
successive levels of complexity was taken as the end result of 
multiple aptitudes, no one of which was given specific weight, 
but, rather, their end result expressed as functional success or 
failure. These performances were further considered as 
overtly expressed habitual performances rather than as native 
capacities for achieving such performances. What the indi- 
vidual habitually does rather than what he is capable of doing 
became the criterion. 

We need not here consider the detailed construction of this 
scale nor the evidence established with respect to its prac- 
ticability, validity, reliability, and other proper concerns of 
measurement techniques. These details have been elsewhere 
published in some detail and will soon be published in a more 
comprehensive and elaborate book exposition. Assuming these 
requirements as reasonably satisfied, and conceding the pre- 
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liminary state of the investigation, one may assert with some 
confidence that this scale is reasonably adequate for.the pur- 
poses intended (with due regard for the likelihood of improve- 
ment). What here concerns us more immediately is the uni- 
versal uses of such an instrument for the evaluation of social 
competence as a precondition of social adjustment and as a 
means for interpreting the component variables which may be 
directly assessed by other presently available methods of 
measurement. For the most part the shortcomings of the scale 
are those common to most systems of human measurement, 
and there is a reasonable presumption that these disadvantages 
may be overcome in time and with further effort. More im- 
portant for present purposes is the unique advantage afforded 
by this instrument, since it is the only means presently available 
in which the presence of the person examined is not required. 
This feature alone adds merit to the scale and serves to out- 
weigh many of its present limitations. While the scale in its 
present form is obviously not culture free, it provides a stand- 
ardization within a defined culture which may be used as a point 
of reference for appraising the effects of other cultures. More- 
over, standard modifications of the technique permit the evalu- 
ation of potential social competence in the face of significant 
mental, physical, and social handicaps. This is accomplished 
by the devices of ‘‘double-scoring”’ and “no opportunity scor- 
ing’ which permit appraising the individual as he might be if 
certain personal or environmental deficits were not present. 
It also affords an estimate of optimum achievement if the 
variable components are maximally capitalized. 

It may fairly be said that this scale marks a new departure 
in the field of measurement in the direction of versatility, since 
the uses to which this scale may be put are both more varied 
and more practicable than is true of other measuring instru- 
ments. In the book formulation of the method soon to be 
published, eight major areas of usefulness are specifically ex- 
pounded. Within these eight areas no less than thirty-eight 
distinctive uses have been outlined. 

The opening sentence in Itard’s first report on the ‘Wild 


ee 
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Boy of Aveyron” closes with these words, “It is only in the 
heart of society that man can attain the pre-eminent position 
which is his natural destiny.” Education is clearly concerned 
with facilitating the accomplishment of this natural social 
destiny. It would seem that measurement in education is, 
therefore, pre-eminently concerned with the assessment of 
social competence and the relation of social competence to 
social adjustment. If education is to be socially oriented as to 
its origins, its objectives, its content, timing, direction, and 
methods, then the measurement of social adequacy is of para- 
mount concern. 

The major argument of the presentation may then be briefly 
summarized in the following propositions: 

1. Social adjustment cannot be adequately evaluated inde- 
pendently of social competence. 

2. The measurement of social competence affords a meas- 
urement of the holistic personality in terms of social purpose 
or meaning. 

3. Such measurement provides a point of departure or an 
orientation for the assessment of the more specific aspects of 
personality with reference to the particular components in- 
volved in the attainment of social competence. 

4. The measurement of social competence in relation to its 
component attributes affords an estimate of the degree of their 
capitalization as minimum or optimum. 

5. The over-all concept, related principles, and progressive 
stages of social maturation are a paramount concern in the 
formulation of educational objectives, curriculums, and pro- 
cedures. 

6. The moral values implicit in the measurement of social 
competence are of the utmost concern to education from the 
standpoint of national and world progress. 











American Education and the 
Testing Movement 


By WILLIAM P. TOLLEY 


N FEW OTHER fronts has American education made more 
progress in recent years than in the field of testing. 
Really phenomenal strides have been made in the de- 
velopment of accurate and valid instruments and techniques of 
measurement. In the course of this development so much light 
has been thrown upon individual differences and the learning 
process that sooner or later the testing movement will lead the 
way to sweeping educational reforms. Already education at 
every level has been affected in varying degrees. In scattered 
schools and colleges the change has been fundamental. For 
most institutions, however, it will be many years before the 
full impact is felt of the coming revolution of teaching, learn- 
ing, and evaluation. 

Observers have frequently commented on the time-lag be- 
tween fundamental scientific research and its industrial appli- 
cation. By the same token, research in measurement and 
guidance is far ahead of common educational practice. This 
has always been so. For example, when Thorndike published 
his Introduction to the Theory of Mental and Social Measure- 
ments in 1904, he proposed revisions for college entrance ex- 
aminations which he could see were bound to come, but—as he 
probably learned later to his sorrow—not in a hurry. 

The research on sex differences made it clear that girls do 
not differ appreciably from boys in their ability to do logical 
or abstract thinking and so gave the lie to the earlier fable that 
it was a waste of good money to send the weaker sex to college. 
Nevertheless, leaders as recent as Hitler would limit the 
activity of women to Kuche, Kinder und Kirche. 

Research on racial and social differences shows that all 
known races overlap in mental tests, with members of the most 
“inferior” racial group surpassing the average of the most 
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“superior” group. When given equality of economic, cultural, 
and educational opportunity, racial groups approach equality 
in performance. Yet this too is a truth that rises slowly out 
of the sea of prejudice and misinformation. 

We should not be surprised, then, that despite all the re- 
search on individual differences, many colleges still turn their 
backs on elective programs and require all students to take 
the same inflexible pattern of courses. After all, it takes a 
little time for the truth to get from one department to another 
on a college campus. It frequently takes even longer for the 
meaning of the truth to sink in. 

Sometimes I have a suspicion that if the spokesmen for the 
testing movement would speak English—simple, nontechnical 
grammar school English—college presidents and their facul- 
ties would narrow materially the time-lag between testing 
theory and testing practice. 

If they would leave their technical vocabulary at home or at 
the office, I think they might also get larger budgets both for 
the construction and use of tests and for research in evaluation. 
Certainly budget limitations have been a high wall between 
the testing movement and the educational system it is designed 
to serve. 

One of the most compelling arguments for the merger of the 
Graduate Record Examination, the Cooperative Test Service 
of the American Council on Education, and the College En- 
trance Examination Board is the saving in the cost of examina- 
tions that would foliow a pooling of resources. There may be 
a few points in our educational system, and particularly at the 
more expensive levels, where tests at five dollars or more can 
be used. If, however, there are to be testing, guidance, and 
cumulative records from nursery school to graduate school for 
all children, the cost must be reduced to five or ten cents. 
Moreover, a reduction in cost is essential if reliable examina- 
tions are to replace outmoded but relatively inexpensive tests 
sold by commercial agencies. Only by uniting the reputable 
nonprofit testing agencies can we begin to match the strength 
of some of the commercial companies that have found the 
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testing field so lucrative when dissociated from patient and 
thorough research. 

The widespread use of published tests that are neither re- 
liable nor valid is still a retarding factor. This should not be 
overemphasized; but when faculties are conservative and re- 
sistance to change is strong, a printed test that can be made a 
laughing stock reflects on the whole field of scientific testing. 

If the value of the testing movement is to be more generally 
known and is to make its influence felt on educational practice, 
it is particularly important to lessen the misuse of tests. Now 
that we are developing tests for differentiated functions and 
are steadily improving our aptitude tests, we recognize the 
limitations of the older intelligence tests. As a matter of fact, 
school men would be well advised to give intelligence tests a 
retired status. They have served their day, and we should 
now let them rest from their labors. 

We might also heed a caution signal on premature voca- 
tional guidance. The first step in vocational adjustment is 
sound educational guidance. When the educative process is 
still in flux, it is dangerous to read too much meaning into 
either talents or limitations as revealed by achievement tests 
alone. In some areas aptitude tests can throw considerable 
light on latent learning capacities. In other areas we must 
wait until aptitude tests approach the accuracy and validity 
of soundly constructed achievement tests. 

Despite allowance for the time-lag, it is a little discourag- 
ing to find in so many schools that the major role of examina- 
tions is still the maintenance of standards. There was a time 
in American education when it was quite essential that primary 
attention be given to the setting, enforcement, and raising 
of scholastic standards. The need in our day, however, is for 
intelligent guidance of students. The purpose of tests is not 
to proriounce a judgment or to determine a grade, but to im- 
prove learning. Evaluation should be done with students 
rather than to them. Examinations should help students to 
see more clearly their strengths and weaknesses and thus give 
more intelligent direction to their next efforts at learning. 
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Progress, moreover, should be measured in terms of the indi- 
vidual student’s ability to learn. In an ideal school there will 
be at least as many standards as students. No two individuals 
are alike. Each must have individualized attention. Even 
within the individual the learning rate may vary so widely in 
the several fields of study that intelligent guidance will involve 
the use of a number of different standards as well as a variety 
of educational goals. 

When the merger of the nonprofit testing agencies was first 
proposed, fears were expressed in some quarters that the na- 
tional testing programs of the new Educational Testing Serv- 
ice might have so much prestige and weight that they would 
come in time to exercise undue influence on the curriculum. It 
was observed that this was one of the perils of the Graduate 
Record Examination and of the National Teacher Examina- 
tions. No one can deny that their results provide a powerful 
incentive for broader self-education. If used, however, not 
for guidance, but as tests for admission, initial appointment, 
the award of fellowships to graduate students, merit ratings 
for teachers, and so forth, the eventual effect on the curriculum 
might be like that of the Regents examinations on the cur- 
riculum of the secondary schools of New York State. 

This is not a new criticism. Twenty years ago the testing 
movement, as Tyler reminds us, “was accused of perpetuating 
the status quo in education—rather than helping teachers and 
students of education to improve their work. It was said 
that testers were seeking to develop a series of permanent, 
unchangeable tests that would obstruct the development of a 
flexible and fluid curriculum needed to meet the changing con- 
ditions of the modern world.” 

There were also fears of its influence on teaching. It was 
noted that “teachers and pupils were concentrating their efforts 
on those aspects that were tested. It was said that tests had 

*R. W. Tyler, “Examining and Testing Acquired Knowledge, Skill, and 


Ability,” Thirty-Seventh Yearbook, National Society for the Study of Education 
(Bloomington, Ind.: Public School Publishing Co., 1938), Part II, p. 351. 
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become a standardizing agency enforcing uniformity, rather 
than a measuring stick to help intelligent persons.” * 

We have gone a long way in twenty years to meet these 
criticisms. Happily for the cause of education, the Committee 
on Measurement and Guidance of the American Council on 
Education will continue its important work in defining educa- 
tional needs, objectives, and policies. All of the merging 
groups recognize, moreover, that the new central agency “must 
be constantly sensitive and responsive to the needs and desires 
of educational institutions at all levels. The greater the size 
of the agency, the more imperative is its awareness and recog- 
nition of the diverse interests of the institutions using its 
services.” * 

One of the basic principles set forth in the agreement of the 
merging testing groups reads as follows: “In order that the 
central agency may be constantly informed of the changing 
needs and developments of education, it should maintain close 
relationships with existing organizations representative of the 
various educational interests of all types and at all levels, and 
should, whenever practicable, use these organizations to ascer- 
tain the areas in which tests are needed and to define the ob- 
jectives to be measured. It should recognize the responsibility 
of these organizations to define the character and outcomes of 
educational programs.” * This is a most important provision. 

At this particular stage in the development of the testing 
movement no one should be seriously worried about the size 
and power of the new national testing service. It is a fair 
question to ask whether it can be too large or powerful for the 
many tasks at hand. Our chief concern should be about its 
leadership. Close contact with leaders in the testing field is 
essential if the new agency is to keep up with the procession. 

Complacency, conservatism, stodginess, and dependence on 

* Ibid., p. 351. 
* Agreement between the American Council on Education, the College Entrance 
Examination Board, the Carnegie Foundation for the Advancement of Teaching, 


and the Carnegie Corporation of New York (mimeographed), p. 2. 
* Ibid. 
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shop-worn prestige—these are the most serious dangers. They 
are best guarded against not only by the quality of the Board 
of Trustees of the new agency but also by the number and 
quality of the consultants who will stimulate and supplement 
the work of the agency’s staff. These consultants should be 
drawn from the country as a whole. They should be used not 
only on a per diem basis but on short-term resident appoint- 
ments of from three to six months as well. No one organiza- 
tion, regardless of its size and financial strength, can employ 
the best men in all test fields. Many are of an age which mili- 
tates against occupational change. Others prefer a university 
connection with its campus life. Almost all, however, would 
be glad for close working relationships with the new testing 
service. 

These relationships might involve grass-roots research in 
the application of new instruments to representative institu- 
tions and their local problems. If financial strength permits 
there might be grants for local research of unusual promise 
and significance. 

The decision to merge the three large agencies should be 
hailed by the friends of the testing movement as a notable step 
forward. It insures more adequate funds for research, the 
reduction of testing costs, the elimination of much needless 
duplication of effort, a larger staff of specialists, larger stand- 
ardization groups, better sampling, and a greater knowledge 
of large populations. It is for many of us the most significant 
educational news of the year. 

In our rejoicing, however, I hope we shall not expect too 
much of the new agency. There are many things it cannot do, 
and many needs at the local level it cannot meet. The con- 
tributions of university testing centers will be of increasing 
importance. More and more colleges and school systems will 
appoint their own corps of specialists in test construction and 
student appraisal. There will be on the one hand a Psychologi- 
cal Services Center for students and on the other an Evalua- 
tion Center to serve the needs of the faculty. 
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There will continue to be a place for commercial test pub- 
lishers, and more of them are likely to follow the example of 
the Psychological Corporation of operating under close pro- 
fessional control and investing substantial sums for research. 

I think we would agree that there is no danger of another 
revulsion against the believers in tests such as occurred in the 
twenties and early thirties. The testing movement is now 
solidly established. To be sure, it is no panacea for all educa- 
tional problems. It is far from this. On the other hand, it 
has moved faster and farther than most teachers would have 
conceded a decade ago. The import of its progress will be 
more clearly seen as teachers and administrators become better 
informed. 

It provides tools of indispensable value for the diagnosis 
and guidance of students. It has helped to make teachers 
study their students as well as dispense information. It has 
been a most potent force in the clarification of educational 
objectives and curriculum reform. 

Where the new tools have been used, there has been a kind 
of chain reaction in which the formulation of objectives has 
been followed by a new selection of materials. This has led 
to the construction of tests which have been used to find out if 
the objectives have been reached. This in turn has led to 
further revision of the curriculum, a second clarification of 
objectives, still another selection of material, still another set 
of tests, and another check against progress toward announced 
educational goals. 

As the testing movement brings into clearer relief the ex- 
tent of individual differences, I believe there will be increasing 
concern about the lock-step of time-and-credit education. The 
quantitative measures of scholastic achievement as defined by 
Carnegie units or semester hours are about as appropriate as 
buying poetry by the pound. 

As yet few institutions have made a frontal attack on the 
credit system. In a number of colleges instruction has been 
revitalized by motion pictures, slides, charts, and other visual 
aids; new courses have been introduced and old courses re- 
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organized; and requirements for graduation have been modi- 
fied, but these changes have been within the limits of the time- 
and-credit system and without serious challenge to its authority. 

It may be that the time-and-credit system can be salvaged, 
but the growing use of inventory examinations suggests the 
possibility of a wholly new approach. One Pennsylvania col- 
lege has for almost a decade had all its students take in effect 
an annual inventory of their knowledge in eight basic fields as 
well as of their vocabulary, their reading rate and reading com- 
prehension, and their knowledge and use of grammar. Within 
a few days after taking the inventory examinations, each stu- 
dent is given a profile of his growth in knowledge and skills 
and is thus confronted with a picture of his intellectual achieve- 
ment which is often very different from that of grades or 
hours of credit. 

For the student who faces a revealing self-portrait of 
knowledge and skills, the Delphic injunction, “Know thyself,” 
takes on new meaning. In the acquaintance he makes with his 
particular interests and points of strength and weakness, he 
assumes responsibility not only for self-analysis, but for self- 
direction as well. He begins to define his educational goals, 
and he accepts responsibility for his scholastic progress. Each 
year as he continues his studies, he measures himself against 
the achievement of other students and, also, against the level 
he had reached the previous year. He takes pride in his prog- 
ress. He adds steadily to his intellectual capital, and he plans 
for the further increase in that capital in the years when, having 
received his A.B., he begins to learn the rest of the alphabet. 

Of course, this too is not the whole answer. We can go only 
so far with paper-and-pencil tests. Moreover, many of the 
most important outcomes of education are still beyond our 
power to measure except in general terms. Others, such as 
some of the instruments used in the Eight-Year Study and the 
Cooperative Study in General Education, are still largely in 
experimental form. Many of these are concerned with be- 
havior as well as knowledge, with values as well as facts, with 
attitudes and beliefs as well as understanding. Any light that 
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can be thrown on these important areas will be most welcome. 

No one can read the future, but a number of general obser- 
vations can be made with reasonable safety about the future 
of the testing movement. 


1. We have arrived at theories of mental organization and 
methods of testing in terms of theories which permit us to dis- 
card older concepts which were useful steppingstones to our 
present position. In the near future we shall have better and 
better tests of generalized aptitudes and abilities. 

2. We have made deep inroads into the frontiers of predict- 
ing differential college success in various professional curricu- 
lums. The contribution of W. S. Miller, who, working alone, 
has spent twenty-seven years developing his analogies test for 
graduate students, is being matched on other fronts by the 
National Teacher Examinations and the medical and nursing 
aptitude batteries. It seems probable that in the next decade 
this movement will go rapidly ahead and that we shall have 
aptitude tests for the various major fields of collegiate work 
as well as professional curriculums. 

3. We have gained insight into the possibilities of testing in 
nonacademic areas such as aspects of personality, level of 
aspiration, energy output, interests, attitudes, and special apti- 
tudes and abilities. 

4. Our research in the future will be aided by better statisti- 
cal and clinical tools, and we shall benefit also from the long 
strides being made with faster mechanical and electronic cal- 
culating equipment. The International Business Machines re- 
search laboratory at Columbia University, together with the 
equipment at Harvard, Pennsylvania, and other centers, will 
assist us in speeding up the analysis of data. 

5. One of our emerging needs is an agency to test tests. If 
the new Educational Testing Service can function as a national 
test standards bureau, it will render a most important service. 
About 1940 the American Council on Education held several 
regional meetings to consider this matter among others. The 





American Education and the Testing Movement 95 


Mental Measurements Y earbook,’ another example of the con- 
tribution one man can make working alone, does not fully 
satisfy this need. 

Our educational institutions, regardless of the care they ex- 
ercise, buy too many poorly constructed tests. If this is true 
in our colleges and universities where we have the protection 
of a professional and technical staff in the field of testing, it 
must also be true in the elementary and secondary schools, now 
at the mercy of any test salesman whose wares have an attrac- 
tive format and whose claims are convincing to the uninformed. 

We can take for granted the forward movement of the 
science of educational measurements. Nothing can hold it 
back. We cannot, however, take for granted the reorganiza- 
tion of education that would take place if the fruits of the 
testing movement were put to use. It is easy to identify stu- 
dents of exceptional ability. It is still difficult to persuade 
faculties to give them a course of study appropriate to their 
talents. It is a simple matter to diagnose the needs of lower- 
quarter or specially handicapped students. It is still the rare 
school or college that provides a program tailored to their 
needs. It is easy now to boast of precise instruments and 
techniques of measurement, but no one can be happy about the 
actual processes of evaluation, the use we make of tests. 

At our luncheon meeting reference was made to our need for 
the consideration of ends as well as means. The testing move- 
ment has of necessity been concerned with the improvement of 
means. This will doubtless continue to be true. It is, how- 
ever, not inappropriate that periodically we should give sober 
thought to the human values which should be served by these 
means. 

Democracy, like communism, is a faith—a faith in what our 
national seal hails as novus ordo seclorum, ‘‘a new order of the 
ages.” In this new order we place our faith not in coercion 
and external discipline, but in self-restraint and self-expression, 
not in slavery but in freedom, not in exploitation but in 


* Oscar Krisen Buros, ed., The 1940 Mental Measurements Yearbook (High- 
land Park, N. J., 1940). 
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equality, not in war but in peace, not in a government of men 
but in a government of laws, not in the glory of the state but 
in the dignity and worth of the individual. 

It is within this framework of values that our schools and 
colleges serve the nation and the world. If democracy means 
primarily an emphasis on personal worth, on the development, 
the freedom, the rights, and the responsibilities of the indi- 
vidual, then education too must address itself to the needs of 
the individual. In our system of education the individual 
should be all-important. The more we can individualize edu- 
cation, the better we shall serve the human values of our 
democratic goal. 








Modern Trends in Education from a 
Historian’s Viewpoint 


By TROYER S. ANDERSON 


education in the sense that most of the people in the audi- 

ence are. I am a professor of history, and my knowledge 
of these matters about which you are meeting here is rather 
general. As a matter of fact, I do not believe that the his- 
torian can very effectively comment upon the very latest trends 
in education. He has to deal with them in a rather broad 
fashion, for the things that are just beginning have not yet 
taken shape, which would enable him to do no more than guess, 
if he can even do that, what their ultimate implication will be. 

So I am going to take the liberty of interpreting the term 
“modern” in a pretty broad fashion to include not especially 
the trends of 1947, or just the last few years, but perhaps of 
the last decades, because historians usually get into trouble (at 
least that is my observation) if they try to think in too narrow 
periods. Consequently, I will interpret my subject in a rather 
loose and general fashion. 

I want to begin, not with the modern period, but by going 
back some distance to a completed period and giving you one 
or two illustrations of what I conceive to be the influence of 
education upon that period. The period I have in mind is the 
medieval period when you had a particular concept and pat- 
tern of education—the pattern of clerical education. It was 
assumed that practically everyone being educated was being 
educated for the church. As you all know, in the Middle Ages 
the test of whether a man was a member of the clergy was for 
a considerable time the capacity to read and write, and there 
was an educational system that had a definite objective in 
mind—of educating men for a certain professional duty for 
service to a given establishment. 

The objective was clear. There was unity. There was pur- 
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pose in it all. Consequently, you had growing up in the Mid- 
die Ages that remarkable, magnificent in many ways, system of 
education designed to create a class of people with educational 
qualifications which would allow them to lead mankind through 
the agencies of, and administrations of, the church. 

Just look for a moment at some of the influences that pat- 
tern of education had. It had, of course, the influence of giy- 
ing a remarkable unity of philosophy and unity of outlook to 
the medieval world. I know, of course, one must not exag- 
gerate that, and yet there was a remarkable unity. On the 
other hand, that education had a certain other influence that 
I think must be kept in mind. The view of that educational 
system was directed of necessity in considerable measure toward 
the past. The Middle Ages were very, very conscious of the 
former unity of Western Christendom. Medieval times felt 
a nostalgia for the days of Roman unity that had passed. This 
medieval system had, in some particulars, the effect of serving 
as a resistance to change which was developing. That change 
was the growth of modern national culture and the modern 
national state to replace the once universal concept of Europe. 

That education, because it was devoted in a large degree to 
the uniformity of the past, served in a measure to resist the 
growth of the national state, to slow down the growth of na- 
tional cultures. It was not until very late in the game that 
national culture was regarded in educated circles as thoroughly 
respectable. Probably most of you know that, as late as the 
seventeenth century, Francis Bacon wrote those of his works 
which he thought would survive in Latin, because he regarded 
the national culture of England and the English language as 
temporary phenomena. 

On the other hand, medieval education played a curious role 
in that development. In one way, it played a large, construc- 
tive role: the men who were educated in the church had a 
monopoly of effective education, and some of them became the 
administrators, the experts, of the new national state. One 
example, of course, was the famous martyr Thomas a Becket, 
who was a Lord Chancellor in England until he was ap- 
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pointed Archbishop of Canterbury. So a certain unity in the 
outlook, even in the development of a new national state, was 
encouraged by a rough uniformity of education. 

One cannot say very easily just what the balance of those 
effects was. Certainly the development of national cultures 
was somewhat slowed down by the universal orientation—the 
clerical orientation of medieval education. A nice point for 
debate would be whether, in the slowing-down of national 
cultures, the world was thereby improved, or was led into cer- 
tain difficulties. One could certainly create an argument to 
prove that, if the national cultures had developed a little 
earlier, before the national state as an instrument of war had 
become as lethal an organization as it has since become, we 
might have gone through and past the maximum point of na- 
tional culture and be now approaching a new universalism. 

However, this question, as I said, cannot readily be an- 
swered. But there undoubtedly was a tremendous importance 
in the fact that the medieval educational system was oriented 
on a universal plane that looked back to the once-great unity, 
and in the fact that it adjusted only very slowly to the develop- 
ment of national cultures and tended, therefore, to act as a 
brake upon the cultural response to certain developments 
which were taking place rather rapidly in the political and 
economic field. 

I have brought up this medieval experience as an example, 
in a completed period, of the sort of broad problems that one 
faces when discussing educational influences. I want to deal 
with the modern period now. 

The question I am going to put to myself today is: What is 
education contributing and what is it likely to contribute to 
the solution of the critical problems of the world today? Of 
course, I cannot attempt to make an all-inclusive appraisal, 
and I shall naturally confine myself to a few points that | am 
especially interested in. If I leave out a few things that are 
obvious to you, it will not be because I have forgotten them, 
but because I have not time to deal with them. 

It seems to me in a general way if one were to list the 
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major problems facing the world today, or at least facing the 
world as oriented from our point of view, one would list them 
about as follows: (1) making the democratic system of society 
work; (2) finding and then meeting the requirements of the 
industrial age; and (3) bringing this very diverse and hostile 
world together. I want to raise certain problems and possible 
influences, good and bad, of our modern education in connec- 
tion with those three tremendously important problems of the 
modern world. 

First is the question of the contribution of education to 
making democracy work. We are going through a period in 
which the old liberal education, whose original source was 
in the universal education of the medieval period, has lost 
much of its former dominance. It has been challenged and is 
being challenged very severely by vocational education and by 
education in the sciences. 

There was a time when the great majority of people who 
called themselves educated went through substantially the same 
pattern of liberal education, a pattern in which liberal educa- 
tion was the major thing. There are relatively few places in 
the world now—at least in this country—where this still holds 
true to the degree that it once did. The tremendous technical 
needs of the modern world have come in and demanded time. 

For three years I had the good fortune to go to a university 
where the ideals of strictly liberal education are perhaps most 
firmly adhered to—that is Oxford. But strict adherence to 
them tends to slip away even at Oxford—it did when I was 
there, and since then there has been an even greater acceptance 
of the necessity for more technical education. 

In this country we have certainly lost a great deal of the 
sharp attention to the liberal aspects of education that we once 
had. I suspect actually the Germanic influence in this country 
—not, perhaps, by intention, but by a series of curious accidents 
—has contributed to that. When the German influence came 
into this country bringing in the German Ph.D., it could not be 
fitted accurately into the American pattern. So, we elevated 
the German Ph.D. to something far more imposing than it 
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had been in Germany and put it on top of the liberal arts col- 
lege. Naturally, it drew the main attention of scholars. At 
the same time we did not improve the high school and carry it 
far enough to parallel the German gymnasium. This left be- 
tween the two—in most universities—the liberal arts college, 
which tended to become a sort of poor relation, with a conse- 
quent decline in the capacity of the liberal arts education to 
impose a community of thinking or a community of philosophi- 
cal point of view upon educated people. 

I think that has undoubtedly had, in the working of democ- 
racy, an injurious effect. To the degree to which people do not 
have some pattern of philosophy, some common orientation of 
their thinking, to that degree they find it more difficult to 
achieve effective community decisions. 

I also think that undoubtedly the advent of universal educa- 
tion has created difficulties of this sort. Now, we are very 
proud—and I think perhaps rightly so—of universal educa- 
tion, both at the primary and secondary levels, and also of our 
progress in this direction at the higher education level. And 
yet, it has involved a cost which I think we need to recognize. 
It has involved bringing into the system, and into higher edu- 
cation, such diverse elements that it has become much more 
dificult than before to stamp these elements with a common 
pattern of thought and philosophy. 

It also has involved bringing in people who were extremely 
oppressed by the economic exigencies of life. Such people 
had to think, and think very poignantly, in terms of the im- 
mediate job. It has been difficult to persuade these people that 
the broad, general, and philosophical subjects of liberal educa- 
tion are of the major importance they were once thought to 
be—and still could be in the lives of people who are not forced 
to have quite such close acquaintance with the wolf at the door. 
This development has tended to distract attention from liberal 
education, and, therefore, to lessen the community of thinking 
which is essential if a large group of people are to act together 
in an effective political community. 

But there is another concept that has developed in the realm 
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of our approach to the problems of democracy that causes me 
a good deal of concern. That is the concept of the extremely 
open mind. However, before I deal with that, I want to say 
a word about what I believe to be the essential of democracy, 
From a historian’s viewpoint, there is too great a tendency in 
these days to interpret the term “democracy” as almost identi- 
cal with the rights and privileges of minorities. There is also 
a considerable tendency in this country to interpret democracy 
as meaning the right to say no—to say no to government. 
There are profound historical reasons, extending over the 
last several years, why this should be so in this country. I will 
not go into them at this time. 

I am going to take a short cut here and, at the expense of 
seeming a little bit dogmatic, say it is my historian’s judgment 
that the essence of democracy is not the right of the individual 
citizen to say no to his government. It is not the right of 
groups of citizens to have special privileges or to have their 
peculiar culture respected within the community, although each 
of those rights has its place. But the essential of democracy 
is the capacity of the whole community to act—to do things. 
Weare living in a world of urgent problems. No one can read 
the morning papers and see the way in which this and that in- 
dividual, or this and that group, block the effective action of 
government in an emergency, which each day becomes more 
serious, without being aware—if you will only think of it—of 
the tremendous dangers that face a community which cannot 
act. 

If you go back fifteen years, when Hitler was coming 
to power in Germany, the thing that really made the differ- 
ence, that really gave him his chance, was the feeling of frustra- 
tion in Germany—the feeling that the government of the 
Weimar Republic could not act. Thousands upon thousands, 
I believe literally millions of people, in Germany voted for the 
Nazi program not because they had analyzed the program, not 
because they had made an appraisal of what the Nazis pro- 
posed to do, but because they were fed up with the inaction of 
the previous government. This the Nazis skillfully exploited 





< 


“a &® reese © 


a stlUlUelC(<iCiWDlC 





Modern Trends in Education 103 


by conveying the idea that if they were placed in power, they 
would act. 

So, it seems to me that if there is any danger in the future 
of dictatorship in this country, it will not come from some 
plot or primarily from some highly organized subversive ef- 
fort. If, unhappily, it does come, it will come because our 
existing government finds action stymied by this and that spe- 
cial privilege and this and that veto. 

It is not only the United Nations that is suffering from the 
veto. American government is suffering from a series of 
vetoes—formal and informal. If you will watch carefully in 
the weeks ahead, I think you will see clearly the dangerous, 
possibly disastrous, consequence of the many vetoes upon 
community action which lie both in the form and the folkways 
of American life. 

A democratic society, to survive, must be able to act. Edu- 
cation cannot do it all, but education can either contribute to 
or block the growth of that capacity. To the degree that 
education succeeds in creating a sense of community, of com- 
mon purpose, of common outlook, it can assist effective action. 
To the degree, however, that it tends to fragmentize thinking, 
to the degree that it emphasizes the negative side, it may block 
action. 

Now, I like to call myself a liberal in thinking, and yet I 
have been for a good many years somewhat apprehensive 
about the influence of liberalism, because so much of liberalism 
in this country has been directed to a sort of negation of action, 
to saying this must not be done, that this individual right must 
be protected, that this group right must be protected. Educa- 
tion has done that by tending to create the impression that the 
liberal point of view is the point of view which gives the one 
the inherent right to say no. 

If that trend continues—and it is a subtle thing that is hard 
to put your finger on—it is going to have a very injurious 
effect upon American life because it is going to stand in the 
way of creating a sense of unity. It is going to seem to bless 
negation, the right to say no, at times when we cannot afford 
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to say no. I think it is an open question right now, whether 
education may not be doing a tremendous disservice to the 
country by overemphasizing those rights or privileges which, 
if overemphasized, are likely to produce frustration of com- 
munity action. It must be kept clearly in mind that democracy 
is a means of action, not a right to inaction. 

I am also concerned a little bit with another thing that is 
associated with this. It is, of course, fitting and proper in a 
nation like ours, composed of many different elements, that we 
should appreciate and give due recognition to the various 
groups which compose this country. Yet, education has per- 
haps endeavored to do so too much. In various ways we have 
been playing up, in our educational program, the interests 
and the contributions of the various groups. We have also 
been trying to moderate opinions and expressions which we 
think to be unappreciative, or unduly critical of, the various 
groups which exist in this country. And yet, I wonder if we 
are not going a little too far at times. 

I feel very uneasy when someone says, “Ought you not to 
eliminate from a textbook such and such reference when the 
reference is true but is likely to hurt feelings ?”’ Where do you 
stop if we start that? I also grow uneasy when I see undue 
emphasis upon the role and identity of particular groups. I am 
a little afraid that in this country education may be con- 
tributing toward this undue emphasis. We are moving toward 
a sort of cultural federalism, a concept of a nation made up of 
separate groups which are highly organized for the purpose of 
maintaining their respective identities. 

From the historian’s point of view there is a great differ- 
ence between (1) a society made up of groups in which, by 
slow processes, the peculiar contribution each group is able to 
make to the future is gradually welded together into some new 
common pattern, and (2) a society in which by a series of 
agreements, laws—almost treaties—groups are linked to- 
gether, but retain very sharply their individual group identities 
and build up tremendous organizations for the maintenance of 
those group identities. 
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I cannot regard the latter process as a healthy one because, 
as the historian has to recognize, change constantly takes place 
and stable societies are inevitably the societies which adjust 
themselves to change in such a way that this change proceeds 
evenly and in an evolutionary pattern. I am afraid we shall 
be in for trouble if we get to thinking of our society in terms 
of cultural federalism, the maintenance of particular groups, 
even the reaching-back, as we see now in many cases, of 
groups to memories which they themselves had forgotten. 
The attempt to revive ancient group languages which had 
ceased to be spoken is one case in point. The whole thing, of 
course, also tends to become a sort of big business. People’s 
careers get involved in it; lucrative positions develop in that 
type of effort. It is very difficult, then, to moderate the 
tendency. So we are facing today—to be perfectly candid—a 
certain centrifugal tendency in American life, and perhaps 
education is in danger of contributing to that dangerous trend. 
Up to a point, of course, it is proper to give each group its due, 
but we do not want to put a damper upon the evolutionary 
process by which new cultures are built out of old. 

We shall certainly be in difficulty if we take the view that 
this group and that group have an inherent right to remain 
absolutely unchanged. Unless we teach the idea that every 
group is in an evolutionary position, that we are working 
toward a new integration, we shall stifle cultural evolution and 
open the gate to disintegration. 

Now, that is not an easy thing to achieve. It requires a very 
delicate sort of balance. Yet if I put myself in the position of 
the historian five hundred years hence, looking back on Ameri- 
can life, I can well imagine what that historian a half mil- 
lennium from now may have to write about American history. 
He may have to state that the modern techniques of communi- 
cation, of organization, of finance, together with the eagerness 
of people in America and of education in America to be fair to 
everybody, to every group, created a cultural division which 
served to perpetuate disunity and to block and slow down the 
slow and natural evolutionary process of amalgamation, so 
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that the nation remained, or perhaps became even more, cul- 
turally divided. By increasing its cultural divisions, the his- 
torian will continue, the nation got into a series of political 
and practical negations which kept it from acting effectively in 
the great emergency of its time. 

I still wonder, when I stand before a class, if I am really 
doing a very significant job in education when I note that the 
major part of the unity they have, at least outwardly, seems to 
come from the movies and the dress shops and the mechanical 
appurtenances of American life rather than from what my col- 
leagues and I are teaching them. Are we educators running, 
in some ways, against the trend, against the need for unity? 
Are we doing so to the point that the nation is getting into 
serious danger? It is too early to say, but I think the danger 
is certainly there. 

There is another point about the influence of education in 
the modern world and about meeting our problems that I want 
to bring to your attention. I am convinced that many of the 
problems we face in the world today do not admit of many 
options, many choices in solution. That is certainly true in 
considerable measure in the case of the economic problems that 
face the world today. We cannot solve the world’s economic 
problems just as we would like to solve them. There are a 
great many men in Washington, particularly in Congress, who 
are endeavoring to do so, and as far as I myself have been 
able to detect, with notable lack of success. 

I am inclined to believe that in this modern industrial world, 
which has grown up so recently at such a pace and is still de- 
veloping, there are a series of technical “musts.” I am not an 
economist, and I do not know what they are. Perhaps the 
economists themselves do not yet know what they are. But I 
am persuaded that if we are going to solve our problems, under 
whatever system of philosophy or of government, we must 
recognize that a great deal of what we do, we must do, just as 
the scientists are recognizing that they must do things a certain 
way because that is the way nature requires. 

I do not want to pretend that economic society is quite as 
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automatic and ironclad in its natural requirements, but I think 
it is much more so than we believe, and the success of this 
nation and other nations will hinge in no small measure upon 
the degree to which they can recognize and meet the actual re- 
quirements. It is not only “later than you think,” but in many 
fields there is probably far less choice than you think. 

I wonder whether our modern education is teaching people 
to recognize the inevitable, to recognize and accept the require- 
ments. Are we not to a greater degree than is wise teaching 
people to believe that what they want to do they can do? I 
suspect that we are doing this in a good many cases. If some- 
body bumps up against a very tangible physical fact, he is 
floored by it and he has to accept it. But if he bumps up 
against a fact expressed in theoretical terms, then he can, and 
often does, refuse to admit it. 

I often tell my students, in somewhat cautious fashion, that 
the one sure educator is a sock in the jaw. If it floors you, 
there is no sense denying the fact that you were floored. On 
the other hand, you can say of certain things in economic life, 
as both our students and our congressmen say, “I don’t believe 
you; I choose to believe otherwise.” 1 wonder if perhaps in a 
way we are not unduly indulgent of that propensity, in the name 
of tolerance and of liberal thinking. Are we teaching people 
that they live in a world of requirements—of requirements 
which must be met and which, if you fail to meet them, mean 
disaster ? 

Certainly, if you look at the performance of the American 
government today and the illogical things which were tried at 
times over recent years, you realize how unwilling we, as a 
nation, are to look at requirements. We want to save Europe. 
We do not want to buy anything from Europe. That is just 
an example; you can think of many others. 

All of this is a little bit gloomy. I have deplored the de- 
cline of the liberal arts. I have deplored the growth of cul- 
tural federalism. I have deplored the tendency to believe that 
we do not have to face requirements. Is there anything pleas- 
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ant and hopeful in the picture of the present trends of edu- 
cation? 

Yes, I have one thing to offer which I think may be very 
hopeful, and that brings me to my third point, the question 
of bringing the world together. Certainly, offhand, in view 
of events of the recent weeks and the general temper at Lake 
Success, you would think that the last thing that education or 
anything else seemed likely to do now was to bring the world 
together. For the various sections of the world seem to be 
moving rapidly in opposite directions. Yet I think there is 
one field in which education must ultimately bring the world 
together by a roundabout, but perhaps in the end, effective 
method. I do not believe that this will be the job primarily 
of liberal education. Liberal education might do it, but my 
guess is it will not. I expect this job to be done largely by 
technical education. 

Certainly, we in this country and the people in Russia—the 
two worlds, or maybe more than two worlds—are, from the 
point of view of philosophical concepts, moving apparently 
apart rather than in the same direction. And yet all of those 
nations, all of those areas, are, or will become before long, 
great industrial areas. They, as great industrial areas, will 
face all the technical problems of modern industry not only in 
the sense of the running of machinery, but also in the various 
social and economic problems such as problems of manage- 
ment, problems of housing, city planning, and matters of that 
sort which go with a great modern industrial society. 

If we can keep the world from blowing up in the meantime, 
I am convinced that ultimately we shall find that the technical 
experts in Russia, in the United States, and elsewhere will dis- 
cover to an increasing degree that they have many things in 
common in their problems. In fact, the more intricate and the 
more elaborate industrial society becomes, the more we are 
likely to find that there are common technical problems which 
will require substantially similar solutions the world over. If 
we can diminish somewhat, as we perhaps can in time, the 
present obstacles to the interchange of ideas, we may develop, 
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through the furthering of technical education in the world, an 
instrumentality for the exchange of ideas between the tech- 
nically educated and the technically responsible elements in 
the community which, very gradually and against many ob- 
stacles, may bring slowly to the world a sense of community 
of problems and outlook. 

This tendency toward community of approach will prob- 
ably be resisted by large elements who work on the philosophi- 
cal and political levels. They will not want that sense of com- 
munity to develop. But the experts, these dreadful bureau- 
crats whom we hear so much about, who are faced with the 
practical problems, whether they are in Russia or western 
Europe, the United States or China, are in my judgment cer- 
tain to discover ultimately that they have many things in com- 
mon and that they are compelled, whether their system is 
communistic, democratic, or what you will, to meet certain 
problems in the same way because that is the technical essence 
of what they have to do. 

When they discover this, and when it is possible for them 
to exchange ideas, then they will gradually develop a certain 
sense of community. It will take a long, long while, but I do 
see an opportunity through that process and a possibility for 
the growth of a sense of community—community of approach, 
community of knowledge through technical education. 

In general, up to the present time I think that technical edu- 
cation has probably served to divide the once-existing sense of 
community because it has drawn attention away from the 
philosophy of the community. 

I think the time has come—or will shortly come—when a 
lot of this technical education will be given a somewhat more 
philosophical approach than it has had, and perhaps it will 
be the means by which the dangerous divisions in the world to- 
day may gradually be bridged. Of course, that can only take 
place if we keep the world from bursting into flames in the 
meantime, but if we can do that, I see thus in technical educa- 
tion a certain broad opportunity for restoring a measure of 
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unity in the world which I think unlikely to be restored on the 
philosophical level in the near future. 

Now, my time is about up, and I must bring this to a close, 
I have simply tried to express to you very tentatively what 
seemed to me to be the possible influence of certain trends in 
modern education. Many of the trends I have mentioned are 
hard to put into words and hard to formulate, for they are 
matters of emphasis rather than conscious plan. But if they 
continue as they seem now to be going, these are some of the 
results which I anticipate in the course of time and which I 
suspect a historian five hundred years from now, as he looks 
back upon this period, may pick out as the important influences 
of the education of the middle of the twentieth century. 








Postwar Education in British Schools 
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to the British, there are on the walls of the old building 

known as “School” at Winchester College two tablets 
which immediately strike the eye of the visitor or the new boy. 
The first is beautifully inscribed under the school’s arms: Aut 
Disce (illustrated by the bishop’s mitre), Aut Discede (accom- 
panied by a sword and a clerk’s quill and ink pot), and the 
final Manet Sors Tertia Caedi beside which lies the ominous 
rod. Learn, leave, or be beaten—a stern atmosphere in which 
the tradition of learning and yet higher learning grew up in 
England, and which, though moderated in modern times, we 
must recognize as the background of a faith that knowledge 
and wisdom come only through intensive discipline. 

Today the “rod” is used most sparingly and will, I believe, 
soon disappear from the English scene. In 1860, a hundred 
and fifty ‘‘biblings” weekly was the average in a certain well- 
known school, but, in the generation of reform which followed, 
it was reduced to three. Today physical punishment in state- 
controlled schools is forbidden to all except headmasters, who 
rarely use it—then usually only in gown and with formality 
and understanding. In the independent schools—known to 
the British as “public”? schools—I could find only one in which 
beating by upper-class prefects persisted—they themselves dis- 
liked it, used it rarely, and with a minimum of abuse. Teachers 
everywhere deprecated physical punishment, and predicted its 
virtual abandonment soon. 

In England, it is through the great public—or independent 
—-schools that traditions of education have developed. They 
have provided the greatest minds and the leaders of the coun- 
try, and, although they have been a part of the fast-disappear- 
ing rigid class society, their service to the country has been 
truly public service. Though most of us Americans have been 
moved to angry resentment, pity, or to laughter by such a story 
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as Tom Brown or Ian Hay’s lighter accounts of school life, we 
must remember that, for centuries, education has been a serious 
business in the United Kingdom, serious to the students, to 
their teachers, and to their parents. Its past often seems 
soberingly grim to us, but humans being what they are, adapta- 
tion to environment and circumstances has come fairly readily, 
established customs have been accepted, and through it all the 
English schoolboy, either intent upon, or forced into, educa- 
tion, has done a pretty good job of it and had a pretty good 
time in the doing. 

To understand the public schools atmosphere today, let us 
look briefly at the day of a Winchester College boy in 1680. 


The day began at 5 o’clock. On Sundays and Holy Days Matins took 
place between 4 and 5. . . . After rising and dressing at 5, a Latin psalm 
was sung in Chamber Court. Then the children (for such was their 
designation) performed their ablutions [washing in cold water at a 
pump in the courtyard] and tidied their chambers in time for Chapel at 
half-past five. From thenceforward until 9 they were in School, partly 
“up to books,” and partly engaged in Preparation. At 9 o'clock came 
breakfast, but only for boys under sixteen, and for them not always... . 
Either just before or after breakfast they had to attend a Mass in Chapel. 
.... Then in School again until 11, they prepared lessons, which they had 
to construe “up to books” at 11. At 12 o’clock came dinner . . . a fairly 
solid meal, since it had to last the boys until 6 or later... . Bevers (bread 
and beer) were supplied in summer-time at half-past 3. From 1 o’clock 
until 5, work again occupied the children: this was followed by vespers 
in Chapel . . . . Supper which followed, constituted the second substantial 
meal of the day, and was in point of conduct and material much the same 
as dinner. Afterwards the children returned to their chambers, and 
worked there until 8 o’clock. This was, and still is, called “toy-time.” 
Finally Compline in Chapel at 8 ended the long and wearisome day.’ 


Such Spartanism is gone forever, although even today Win- 
chester boys, rising at six-thirty or seven, according to the sea- 
son of the year, rush from their beds, ten to twenty of them in 
a bare dormitory, to a quick plunge in tubs of cold water to 


*The Winchester College Archaeological Society, Winchester College, Its 
History, Buildings, and Customs (Winchester: 1926), pp. 34-35. 








Postwar Education in British Schools 113 


awaken their bodies and minds to the day’s duties. At Eton, 
now alone among the English public schools in this respect, 
students rise betimes, and in their dented top hats and patched 
frock coats, generally scorning the waiting cup of tea because 
of the time that it takes, rush off to their first class before 
returning for breakfast. Yet today each Etonian has his own 
wall-papered and homely furnished room—and invites a friend 
or two for a chatty tea in late afternoon. In most public 
schools the schedule today closely resembles that of an Ameri- 
can boarding school—even to half-holidays—though with 
more work to be done, but often in the English public schools 
with more freedom in the use of the rare periods of leisure. 

Time-honored customs amuse us today. Upon the opposite 
wall of the Winchester School is the tabula legum paedagogi- 
carum setting down in Latin a dozen or so precepts to be fol- 
lowed to the letter. These have been changed through the 
centuries. In the early days it was a law of the college that no 
dormitory master should supervise the scholars. The students’ 
own prefects were responsible, and many are the tales of the 
gay rioting that came out of this situation as late as twenty 
years ago. In fact, even recently (during this century) the 
headmaster respected the ruling against faculty interference. 
When he wished to step in to quell an unruly situation or to see 
a boy about a serious personal matter, he first sent a servant 
to the hall to inquire if the headmaster might call. Life must 
have been fairly monastic, for on the tabula legum appears 
this injunction: “No woman may be employed or set foot in- 
side the buildings of Winchester College unless she have only 
one leg or be otherwise suitably deformed.” 

Proudest among Harrow’s buildings is the old School Room 
where once the entire school would recite at the same time. 
The headmaster had a lectern at one end, and places for sev- 
eral masters each to conduct their separate classes in the same 
room appear at various points. The hard oak benches facing 
them are polished to a fine patina by no other friction than 
generations of restless trousers. The great chest which once 
contained the school records is in front of the open fire, and 
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the rod is on the head’s dais. Upon the walls are the names 
of countless famous Englishmen. Byron is carved in large 
letters, and in less modest form, Winston Churchill. No 
longer used, except for an occasional Bible class, this relic of 
the past helps to remind the students in a modern school build- 
ing of the conditions under which England was brought to 
greatness. Proud indeed is the Englishman at any age, when 
he says, “I am Wykehamist, Carthusian, or Etonian.” 

Spiritual greatness is honored on every hand. Particularly 
moving are the inspiring chapels, cloistered courtyards—care- 
fully tended gardens that stand as memorials to graduates lost 
in World War I. Little wonder the country suffers the loss 
of young leadership. Today they are grateful that World 
War II cost them and the country only a third of the number 
lost in the first struggle, though wistful that their resources 
permit honoring the men of Dunkerque and flyers of the 
Battle of Britain by only the simplest of faculty- and student- 
painted or carved tablets. 

The great public schools are undergoing striking changes. 
It should be borne in mind that some of them date back to the 
early years of the thirteenth century. Marlborough, in many 
ways like American schools, with its hundred and fifty years 
(a long time to us) is considered by the English a new school. 
Many of the early public schools were started by special groups 
and still enjoy the use of the endowment funds from them. 
Charter House was founded in London by the Carthusian 
monks as a charitable school for poverty-stricken boys, but 
today occupies a gorgeous estate in Surrey. Its chapel, built 
as a memorial to those who fell in the last war, contains 
gorgeous Burne-Jones windows. The school’s endowment 
today continues from early times, provided (as are those of 
several schools) through a trade guild, a gradual outgrowth of 
the associations of medieval craftsmen. It is strange to us, 
but very typical, that we find this great school supported by 
the merchant tailors, that one by the silversmiths, and so forth. 
Not all are so fortunate as to be able to turn to their modern 
equivalent of the American trade association for whatever 
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they may need, but all seem to have the support and backing 
of generations of alumni and interested friends. Increasingly, 
the great public schools have been given, and established in, 
the properties of the great estates of England, and with pres- 
ent-day building conditions and taxation so heavy, it would 
appear that shortly either schools, hospitals, or other institu- 
tions will occupy practically all of these historical mansions. 
Strange contrasts are common. At one English school we 
found the study hall called Horse Stalls and upon inquiry dis- 
covered that it had formerly been the stable of the ducal 
estate. Inside the students had their small shelf-and-box 
desks—two hundred of them in one room, with lighting which 
could not possibly have shed more than the equivalent of an 
American 15-watt lamp upon any book. Their jam pots and 
frying pans were mixed in a most disorderly fashion with 
Greek verse and their advanced scientific experiments. Out- 
side the door of the building was the headmaster’s bulletin 
board where, in the space of a century and a half, so many 
thumbs had come to rest on the bricks surrounding it that the 
wall was deeply pitted and worn. The stone in the nearby 
courtyard was worn down to a fragment of its former self 
from use as grindstone for the knives that were to cut the 
bread and spread the jam of countless teas. Yet, on the other 
side of the campus was as beautiful and modern an audi- 
torium and music building, set next to as well-equipped a 
science laboratory, as any American school could boast. 

Many of the customs of the past, particularly in dress, are 
disappearing under English austerity programs, though at 
Eton and Harrow dress clothes are cherished with humorous 
pride. As they modernize and adjust to new social and eco- 
nomic conditions, each school preserves as reminders and 
symbols some outworn customs that are amusing in modern 
contrast. 

For centuries these schools have provided England with 
good leaders in every walk of life. They proudly intend to 
continue doing so, although no longer do social distinctions 
set the standard of the school’s atmosphere as before. The 
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schools, as well as the universities, are seeking boys of promise, 
wherever they may be found, and are providing them financial 
help in astonishing measure. Would that any American school 
or college could equal Oxford’s record! There, 70 percent 
of the students are supported in whole or in part by contributed 
funds, some from the university, some from the grants of the 
schools which they represent, some from state educational 
authorities, and some from other bodies backing promising 
men for leadership of their country. Aid given in and by the 
schools cannot be as great as that provided in the universities, 
but we found it astonishingly broad and generally much more 
extensive than in the United States today. This is an aspect 
of British democracy that we might do well to bear in mind. 

The scholar in an English school is selected, not on the basis 
of financial need, but on pure ability. Increasingly the lead- 
ing schools of England are seeking to take these boys from 
every walk of life so that in the intense competition of school- 
ing there should come to the top those who are truly most able 
intellectually. Winchester, for example, carries seventy to 
one hundred and fifty scholarship students in a school of seven 
hundred. These boys pay not a cent for their education. 
Others have help in lesser degrees. Though occasionally 
marked by the wearing of a gown, they are usually well re- 
ceived and respected by the student body on a basis of equal 
opportunity, subject only to the requirement of conscientious 
study, which they readily fulfill. The only instance of cal- 
lousness we encountered was the granting of total scholarships 
to the sopranos of a certain school’s choir. These boys had to 
look forward to the withdrawal of financial support when 
nature changed their clear treble. 

In order to emphasize the competitive quality of English 
schooling in comparison with our American system, Dr. Grace 
Leybourne-White reminds us that in the United States in 1932 
there was a university student for every 125 of the population; 
in England in 1938 the ratio was one in 885. By comparison 
Latvia had one in 236; Austria, one in 344. Admission to the 
university in England is a prize of great value. The percentage 
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of independent schoolboys who go to the university seemed to 
us shockingly low. Winchester, with 50 percent going on to 
higher education, stood in the lead. Other schools currently 
send 30 to 40 percent. 

What of the others? They have gone into the civil service, 
the army, navy, specialized and limited engineering activities, 
and into Britain’s far-flung commerce. Winchester has the 
reputation of providing the civil service with an overwhelming 
number of their leading men due, they claim, to the classical 
tradition of the school. The boy who learns to apply the abso- 
lute rules of Latin and Greek to the creative opportunity of 
writing it in prose and poetry is better equipped to accept the 
discipline of the foreign office and at the same time exercise 
initiative when an African uprising calls for it. Far-fetched, 
perhaps, but the English believe it and prove it. The classics 
no longer constitute the overwhelming bulk of English school- 
ing, but they remain the foundation, the discipline, the contact 
point with the vitalities of our Western civilization. In the 
upper-school years history, science, mathematics, and languages 
are equal in this emphasis. Yet among all the British we found 
practically none who would abandon the study and the disci- 
pline of the classic culture. Some, however, especially scien- 
tists, would further de-emphasize it. 

Independent schools, like our own, vary in educational 
philosophy, from conservative to ultra-free. One hears them 
classified as ‘‘great” public schools (usually meaning conserva- 
tive), modern public schools, and finally “crank” schools. The 
terms practically speak for themselves, yet the visitor is con- 
stantly being surprised at the modernity and breadth of view- 
point of the great schools, such as Rugby. Modern schools, 
such as Marlborough, Stowe, and Bryanston, are steadily gain- 
ing recognition and following. Kurt Hahn’s progressive Gor- 
donstoune on the north Scottish coast is highly regarded. The 
few “crank” schools, where a child may study what he wishes, 
when he wishes, or not at all if he wishes, seem to be losing 
whatever prestige they once had. 

The English are very distrustful of “isms” and theories in 
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education. They seek and expect performance, and, to an 
astonishing degree, secure it. An impartial observer has to 
admit that age for age, independent school for independent 
school, state school for public school, they are on the average 
at least a year and, in the universities, two years, more ad- 
vanced in intellectual maturity and knowledge than we. The 
English boy knows that he must produce, wants to produce, 
for such is the atmosphere of his home, the teaching faculty, 
and his companions. Further, the parents emphasize that he 
is constantly in competition. There are fewer schools, more 
desire to be educated; distractions are fewer, and constructive 
goals constantly ahead. The boy lives in an atmosphere which, 
though much more restricted than ours, encourages him to take 
responsibility. One American has phrased it thus, “The 
British admire the characteristics of maturity. Youth is en- 
dured to attain maturity with its experience and understand- 
ing.”’ The student advances from a rather unimportant and 
often neglected new boy through a series of minor responsi- 
bilities, maturing to the advanced responsibility of prefect 
where, though seventeen or eighteen, he is capable of exercis- 
ing much of the judgment and prerogatives of manhood. 

Distrusting tests and statistics, teachers seek really to know 
their students’ minds. Promotion in the public school com- 
monly comes once each of the three terms so that each boy may 
go ahead as rapidly as he can. Seldom does a boy have the 
stultifying experience of repeating the entire year. Time- 
tables, as the schedules are called, are made with the most 
painstaking care, and examinations are similarly read. Class- 
room teachers, tutors, even housemasters, are aware of what 
a boy knows, check with him frequently, counsel him wisely, 
and get excellent response. By tradition headmasters are 
more distant, usually scholars of note, concerned with admin- 
istration and external effairs of the school. Only rarely are 
they the close friend and confidant of the individual boy. One 
mother of a day-school ten-year-old complained to me she had 
waited three months to secure an appointment, though she met 
the “head” socially once or twice a week. 
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Here again we find changing tradition. The modern head- 
master is becoming more and more the friend and leader of his 
boys. I found one of them copying in longhand the most 
detailed and comprehensive individual records. 

A truly remarkable person is the housemaster, who, within 
his own group of forty to sixty boys, is almost a headmaster in 
the American sense. He selects those boys who are to be in his 
house and may refuse any whom he wishes. He conducts the 
contacts with parents. He directs, with the aid of his prefects, 
the home life. He and his wife, or the matron of his choosing, 
provide in most schools the meals, the household appurte- 
nances, and look after the students’ every material need. Boys 
stay in the same house through their entire period of schooling. 
The average student will be one of a given housemaster’s fam- 
ily for at least four years. How important is this pater- 
familias relationship! We found it admirably handled and 
could easily see how the ambition for a housemastership and 
the responsibility of maintaining it developed so many out- 
standing men. Their accomplishments extend over many fields, 
often including active participation in town affairs and main- 
taining, with the boys’ help, a vegetable garden and a brood of 
chickens to supplement austerity rations. Yes, the British 
teacher today knows his boy, and despite formalities seeks to 
be his friend and guide. 

The British examination system is interesting. At eleven, a 
pupil takes the so-called Common Entrance Papers to qualify 
for admission to the independent public school or, state equiva- 
lent, the grammar school. These papers—and they are stiff 
because they are so comprehensive—are so carefully read and 
studied that they determine not only admission but grade 
placement. Two boys taking the same examination may enter, 
let us say, as much as three classes apart, and great is the de- 
light of the examiner who spots a “clever” boy and awards 
him a scholarship. Most schools have form teachers—men 
who customarily instruct a single form in classics, English, and 
religion. Departmental specialization, under the term of 
“sets,” is common in mathematics, science, and languages, but 
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the form teacher is the class’s particular guide and mentor. 
He or a tutor helps to plan and guide all of a boy’s study and 
perhaps other school experience. 

In his seventeenth year, the English boy, whether he be an 
independent or a state school student, again takes a standard- 
ized examination known as the school certificate—‘“‘cert” for 
short. This is his first step toward the university and is a very 
comprehensive paper toward which his entire curriculum has 
been directed, though providing for certain special emphases 
if they are desired. After having fulfilled the school certificate 
requirement, he then becomes for his last two years a Sixth 
Former and a specialist. He is classified as a climber up the 
ladder, or “‘side,” of mathematics, philosophy, science, classics, 
according to his own desires and proved abilities. He accom- 
panies the intensive study of one subject by only sufficient 
further work in other fields to keep his general maturity apace. 
Any specialty is “read” or studied in close relationship with his 
tutor. He is treated as a young man worthy of associating 
with great minds in his field. He is thus given a right to intel- 
lectual dignity and is expected to develop maturity, power of 
analysis, and discrimination which will prepare him for the 
assumption of adult life upon his graduation at eighteen, or 
for the advanced studies of the university. Again a direct 
comparison: It appears that the boy completing the school 
certificate with credit is at least as well grounded in knowledge 
and as mature mentally as the average American entering col- 
lege even in these competitive days. Upon matriculation, he is 
certainly two years ahead of his American contemporary. 

I studied but little of English girls schools, but did learn 
that opportunities for the best schooling were far more limited 
in scope, the competition for higher education far keener, than 
that for boys. Perhaps as a natural outcome the English uni- 
versity girl seems something of a paragon. Women should 
have more opportunity to share in the country’s intellectual 
life and standards, and considerable is planned to extend the 
school opportunities for girls. 

What of the earlier years of childhood? In visiting, and 
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even in teaching, in preparatory schools (as their elementary 
schools are called), I was impressed by the boys’ alertness, 
eagerness to learn, and capacity to do so. I had always scoffed 
at Pitt’s composing Greek verses at nine, and believed that 
algebra and geometry were best reserved to the high school. I 
now confess myself a reluctant convert. Twelve-year-olds were 
at ease with Homer, eleven-year-olds enjoyed simple Horace, 
Cicero, Livy, and ten-year-olds had sparkling eyes as they dis- 
covered the Latin roots of the terms they were using in investi- 
gating supplementary and complementary angles. Forced, un- 
natural, too mature, you say? Perhaps, though I doubt it. 

True these were mentally superior boys from superior cul- 
tural backgrounds. About the corridors and on the playground, 
they seemed much like our own youngsters, as free, spontane- 
ous, and boyish as one might wish. Often they knew their mas- 
ters by their first names; certainly teachers were their friends, 
not dreaded taskmasters backed by the birch and thong. Toa 
less striking degree, but obvious to an American, earlier mental 
maturity appears among the less privileged and less able as 
well. State school children worked eagerly, naturally, with a 
sense of responsibility and of the fundamental importance of 
their learning. 

I came away feeling that perhaps we American teachers and 
parents could learn better how to fire the imaginations and 
minds of our pupils, how to make the business of learning more 
real, important, and exciting. Are we overtimid of introducing 
basic concepts to minds we fear are too young? Do we Ameri- 
cans lack faith in the depth and quality of a boy’s mind, refus- 
ing to challenge him lest he fail? Do we as teachers lack re- 
spect for love of scholarship that is contagious, and instead 
set ourselves up as professional technicians and salesmen, in- 
stead of as companions eager to help discover each new turn- 
ing on the road to knowledge? The British, young and old, 
seem to enjoy the inquiring, thoughtful life, to prize culture 
for the sheer pleasure of it. 

Before our visit, I was opposed to the very intensive com- 
petition, as tending to discourage, and to blight development 
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of a free and confident mind. When I observed English chil- 
dren, it seemed that few, if any, were damaged by their school’s 
more realistic attitude. Are we dodging the fundamental 
reality of our ultra-competitive modern life? Are we forget- 
ting the well-adjusted adult in our concentration upon a so- 
called “happy childhood”? The child knows well enough, for 
all our evasions and concealments, where he stands with his 
contemporaries. Why not let him know his standing in his 
class and let him seek to better it? Why not, for that matter, 
let him earlier begin to visualize himself as doctor, lawyer, 
engineer, or philosopher, encouraging pride in more mature 
and purposeful study? Perhaps the English boy begins spe- 
cialized studies too early, for in some schools there is a con- 
centration of the curriculum in a chosen direction as early as 
thirteen or fourteen. By contrast, however, are we wise in 
assuming that up to the junior year of college most courses 
must be prescribed, and cover such scattered fields that the 
students’ sense of purposefulness is dulled rather than sharp- 
ened? If we were to give our young boys and girls more sound 
and mature work in their very early years, could we not 
progress in this direction? 

Probably the most significant new development in British 
education is the reform of the state- or government-supported 
school system, initiated by the late and great Miss Margaret 
Wilkinson, England’s first woman Minister of Education. A 
series of comprehensive inquiries by committees of the coun- 
try’s ablest citizens prepared the ground for the Education 
Acts of 1944 and 1946. Other committees continue to imple- 
ment them. England is determined to raise rapidly the level 
of education among the bulk of her working classes, and after 
combing the Kingdom for talent, to select and educate ac- 
cording to ability and fitness. She is seeking a “democracy of 
opportunity” that will be in keeping with the abandonment of 
rigid social class structure, and which will consciously guide 
and fit each individual to his most useful and presumably 
happy role in the affairs of the nation. Leading this tre- 
mendous enterprise as permanent Secretary of Education is 
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Sir John Maud, who rose to prominence during the war 
through the unbelievable miracles he performed in the Ministry 
of Supply. Young, charming, public school trained, we found 
him exceedingly alert, idealistically consecrated to his work, 
with sympathy for all groups and a profound regard for Eng- 
land’s educational tradition. His grasp of a problem, evident 
audacity, and ability convince one that he will succeed. 

The Crown has long interested itself in, and backed finan- 
cially, all forms of education. Under the new acts its control 
is far more complete, but it evidently intends to continue strong 
encouragement of local autonomy, and exercise its influence 
only in raising standards, guiding policies, and providing 
financial support. The new program seems to be nonpolitical 
and is supported as enthusiastically by conservatives as by 
socialists. 

Despite the crying need for workers and financial economy, 
the school-leaving age was promptly advanced from fourteen 
to fifteen. We understand that even in Britain’s present dire 
stress, it will be sixteen in a year or two. The Burnham Scale 
is now in effect, seeking to provide more uniform, just, and 
adequate salaries for teachers. State school buildings and 
equipment have been notably modernized. In most schools 
students may secure a hot and relatively nourishing noon-day 
meal for sixpence, and a small milk ration is free if they can- 
not afford to buy it. Yes, even if the adults are hungry and 
threadbare, the children are getting the best that can be pro- 
vided, and they look very fit. The tragic give-away comes 
only when you watch their eyes light up at a bar of chocolate, 
or see them wilt with exhaustion after a short period of 
strenuous exercise. 

At the age of eleven, boys and girls are tested to determine 
the course of their future education. Here we encounter the 
work of Prof. Godfrey Thomson, head of Moray House, 
Edinburgh University’s School of Education. It takes bravery 
and patience to break through the heavy veil of secrecy with 
which England’s intelligence and achievement testing is sur- 
rounded. Even headmasters and sometimes teachers exchange 
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schools on the day of administration, and every carefully num- 
bered test copy must be accounted for. Little wonder, for 
these tests open or close doors of learning and can powerfully 
shape young lives. 

Many forms of tests are used, but the universal ones are 
those of intelligence, mastery of English, and of mathematics. 
On the basis of their results the young pupil is accepted into 
the grammar school, the technical high school, or the modern 
(or senior) school. Inthe grammar school the state provides, 
for about 20 per cent of the students, higher academic educa- 
tion looking toward the university, training college, or other 
forms of professional training. In the technical high school 
some 20 percent will prepare for engineering or other 
scientific careers—and for the universities that stress these 
vocations. In the modern school will be those pupils who will 
leave their formal education behind at sixteen. For them a 
practical combination of general academic and considerable 
vocational training is planned. These schools are only now 
beginning to be established on an experimental basis, while 
their future students temporarily continue in the existing 
English junior or high schools until fifteen. 

Lady Shena Simon, well known as a friendly and keen stu- 
dent of both English and American systems of education, de- 
fends the British method of competitive selection as essen- 
tially more democratic than our concept of equal opportunity. 
Is equal opportunity, she asks, the same thing as identical edu- 
cation? Since individuals differ, both as to their abilities and 
interests, they need different conditions if they are each to have 
an equal chance of development and life happiness. 

She makes a strong case—using American statistics—against 
our mixed and multilateral high school, condemns its inade- 
quate selection of ability groupings and its too-frequently 
college-oriented course for all. She believes that able students 
and their standards are sacrificed to mediocrity, while good 
potential artisans, workers, and men of commerce are left ill- 
equipped and dissatisfied with their lot. Among those leaving 
high school in California in 1939 (the state requires school 
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attendance until the age of seventeen) 70 percent sought a 
white-collar job. A year later only 7 percent of the same group 
had achieved it! Do the British perhaps “have something” in 
this principle of competitive selection? 

English students leaving the modern school at sixteen to 
work will for two years be called upon to continue their 
studies part-time, either a month each year or its equivalent in 
weekly school days . 

For centuries past England’s grant-aided grammar schools 
have been a bulwark of democracy. Many—such as the fam- 
ous Manchester Grammar School and the King Edward VII 
School in Birmingham, both of which are partially supported 
by private foundations, partially by grants from the Crown— 
have opened to all with ability the opportunity of the finest 
in preparation for university and higher education. Though 
they purport to have a small nominal charge, this is waived in 
the overwhelming majority of cases so that they are, in our 
sense, truly public schools. Every walk of life is represented, 
and in many respects they resemble the finest of our own high 
schools. Such schools are not as common as one might wish, 
but their numbers are on the increase and their education is 
highly sought. Manchester, for example, has fourteen hun- 
dred qualified applications for less than two hundred places. 
These boys are the ones who carry off the great university 
scholarships in competition with the best independent school 
students. They are the ones who in repeated instances have 
risen to places of eminence in public life. Now, local educa- 
tional authorities in areas where there is no grammar school 
of such standing are providing scholarships to the public 
schools, and these schools, in turn, make special concessions 
for the boys’ early lack in classical training. It is envisioned 
that within a few years 25 percent of the public school students 
will receive their higher education at the expense of the state, 
in addition to those who come to school with aid from other 
sources. 

What of reading disabilities? We searched for weeks among 
the independent schools before finding an Englishman who 
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admitted that such difficulties existed. From the first it was 
very evident that this problem is less common among the Eng- 
lish boys and girls than among our own. The traditional re- 
sponsibility placed upon Nanny and Mother for the early 
teaching of a child had been well discharged. Obviously too, 
those who strictly deny the existence of trouble, from anisei- 
konia to strephosymbolia, are not facing the facts. It was 
in the state schools that we found the trail of modern scientific 
study, research, and correction of basic learning difficulties. 
An able elementary school principal, whose student body came 
from automobile workers’ families, confidentially admitted to 
us that in the primary years he encountered 15 percent of non- 
readers. Correction of difficulties was carefully and scientifi- 
cally pursued in small groups, with good results. The trail led 
to Professor Schonell, whose independent research, published 
in recent years, may well bear comparison with that of our 
prominent American authorities. This problem is being met 
and faced increasingly in many state schools. Englishmen are 
more firm and direct in their approach to these problems than 
we. Emotional complications seem fewer, and difficulties are 
early attacked on a common-sense basis even by the uninitiated. 
The “flash” method of teaching reading has never had great 
popularity; phonetics has always been a cardinal principle in 
English learning. Memorization and recitation, used far 
more intensively than in our own schools, has had a further 
beneficial effect in firmly establishing the early skills. 
Throughout seven weeks in the United Kingdom and thirty- 
four hundred miles of auto touring in every kind of hamlet 
and village, I saw but one unhappy child and one example of 
parental harshness and sternness. Respect for authority and 
reasonable conformity are national characteristics of the Brit- 
ish, carried from their homes into the school and later lives. 
However, they are achieved with mutual respect, gentleness, 
and understanding. The child welcomes, more than we Ameri- 
cans might expect him to, the security of firmness combined 
with the evident respect of adults for his growing mental 
potentiality. Intellectual companionship is shared as the child 
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lives in a world focused upon adulthood. As emphasis upon 
the hardening procedures of the old school traditions lessens, 
and less harsh methods take their place, the English child and 
adult alike welcome and respect discipline and are scornful 
of either indulgence or obvious compulsion. 

English children are socially far less mature in their con- 
temporary society than ours. This is strikingly true of their 
entertainments, parties, boy-and-girl relationships in general. 
The period of segregation is longer, yet accepted quite natu- 
rally and willingly. When at the age of eighteen or nineteen 
they do awaken, their attitudes seem amazingly frank, un- 
spoiled, and real. The intervening gap is filled by more 
strenuous and stimulating intellectual life, and at times by 
closer home life. Lady Simon pointedly questions the advisa- 
bility of coeducation as practiced in America, querying whether 
it may be overstimulating and highly distracting. To it she 
lays a part of the blame for our lower academic standards and 
less stable home life. In turn she admits that it may play 
an important part in developing the frankness, spontaneity, 
and enterprise which are such outstanding characteristics of 
our young people. 

A word about English teachers. We met many. Almost 
without exception, they were thoroughly devoted to their pro- 
fession. An unusually high proportion of them could be classed 
as genuine scholars who are imbuing in their students that 
same love of scholarship. The profession holds an obvious 
position of high respect in the community. There are some 
weak teachers in the state school system, particularly as it ex- 
pands, and teaching training is not yet adequate for all de- 
mands. Serious concern is expressed that there are too few 
recruits among superior young men and women. Effort is be- 
ing made to correct this. We had expected to find great for- 
mality and distance between the teacher and the student. Even 
in the more formal schools, respect and discipline are accom- 
panied by a high degree of mutual knowledge and liking. In 
many of the modern ones we found intimate companionship, 
even to the use of first names, and the sharing of the most im- 
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portant personal feelings and thoughts. 

Music and science have long had a high place in many Eng- 
lish schools. The emphasis upon them continues to increase, 
and there is a growing tendency to introduce more and more 
art and handicrafts. Schools such as Marlborough, Stowe, 
Bryanston, and Gordonstoune do work of a high order in 
painting, sculpturing, weaving, carpentry, and metal-work. 

Sports have their place and it is an important one, although 
the competitive aspects are much less emphasized than in our 
schools. Training is more voluntary than compulsory and the 
emphasis upon winning teams reserved only for great occasions 
like the Eton-Harrow cricket match at Lords. The impetus 
comes from the pupils themselves rather than from the teach- 
ers. One of the most frequent queries of school masters is: 
‘Don’t you think we English emphasize our sports too much?” 
They are already allowing a far wider selection of activities, 
both athletic and extracurricular. 

In the field of religion the public schools, most of them re- 
lated in one way or another to the Church of England, have 
: long successfully stressed boldly the vitality of a student’s 
spiritual life. Now, in the state schools the government has 
embarked upon the task of providing to all its young citizens 
an intelligent and sound basis of faith. The way in which this 
is accomplished is interesting. Broad, simple, noncreedal 
principles are laid down in the Education Act. Then each 
county, or other educational authority, is left to its own de- 
vices to work out a course that can serve as common back- 
ground for the faith of all religious groups in the community. 
Cooperatively, committees of Episcopalians, Catholics, Jews, 
and nonconformists have worked to establish these syllabi. 


Interestingly, the most successful one, widely copied in other. 


parts of the country, was developed in Lancashire, a county 
of very mixed industrial population. 

Seven weeks is a short time to study and report on so large 
a field. We were most grateful for the rather unusual oppor- 
tunities placed at our disposal and the warm hospitality and 
friendly spirit with which we were received. I do feel that 
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England is educationally very alive today. Many of their 
leaders are banking heavily upon education to provide for 
Britain’s future in the world. Where lies the ultimate truth 
and goal which we all seek? I do not know, but suspect it is 
somewhere between the two systems. We cannot take over 
all of Britain’s traditions, but let us not forget that many of 
them are likewise rightfully our own, sprung from our common 
heritage in the Western civilization we seek to preserve. 

Although we cannot change the intellectual climate of Amer- 
ica overnight, or adopt foreign methods blindly, I am con- 
vinced that careful study of English schooling, past and pres- 
ent, will yield rich dividends, both spiritual and practical, for 
our own work. 











The Need for Better Cooperation 
between School and College 


By BURTON P. FOWLER 


NFLATION is not limited to our present economic crisis. As 
| there are now more dollars than there are goods to buy, 

so we have more applicants than there are colleges to at- 
tend. In both areas of inflation, the economic and the aca- 
demic, the upward spiral continues. 

Since the inflation of college admission is specific, it ought 
not to be too hard to control. A layman might ask, “What 
could be simpler?” A board of admissions simply has to deter- 
mine how many freshmen it can take, what kind of student it 
is looking for, and how to assess his qualifications. Obviously, 
“simply” is the wrong adverb. To begin with, there is no 
simple answer to each of these questions, unless it is the num- 
ber of freshmen to be admitted. Moreover, in finding an 
answer to the other two problems, the kind of student and the 
evaluation of his qualifications, both his secondary school and 
society at large have a stake. If, in the present shortage of 
facilities in college, the wrong persons are admitted, the sec- 
ondary school suffers not only from the injustice done to indi- 
viduals, but also from the subsequent damage to morale and 
from confusion in the curriculum; society may suffer from loss 
of civic leadership and competent service in the professions 
and other careers. 

I believe that this danger does exist and warrants serious 
concern over prevailing policies of choosing candidates for 
college. In 1940 we had reached an all-time high in the 
process of applying broad, flexible judgments supported by a 
variety of quantitative data in the difficult task of choosing 
candidates for college. The cooperation between the secondary 
school and the college seemed likely for the first time to be- 
come free of quibbling about units, specific courses, and the 
other academic odds and ends which have so often served to 
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obscure talent in youth. A very large measure of freedom was 
left to the schools in what was to be taught and how the results 
of the teaching were to be measured. The results of the Eight- 
Year Study proved the wisdom of such progressive steps. 

Now this is changed. College admission is becoming in- 
creasingly rigid and mechanical. Never, in my judgment, has 
getting into college been so much a matter of strategy and 
maneuver. Questions and comments like these are familiar 
to every principal: “Shall I try for an easy college to be sure 
I get in?” “Hadn't I better drop biology and continue Latin 
since College B likes Latin?” “Since College C takes only a 
few students from Pennsylvania and only first choices, shouldn’t 
I apply elsewhere?” “Is there any way I can keep College C 
from knowing that I have applied at X?” “TI certainly am 
sorry I went to work-camp and spent all that time at the 
United Nations.” “They say it’s high marks that get you 
into college these days.” “I had thought of going to X but 
my mother has an uncle on the faculty at Y, so I have decided 
to go to Y.” 

In every case these questions were asked by able boys and 
girls who are completely bewildered by what appeared to them 
the lack of any orderly fair plan of procedure. Fortunately, 
this lack is not universal. There are several of the most 
highly selective colleges that are trying in every way they can 
to avoid this substitution of strategy for a flexible, intelligent, 
reliable plan of selection. And it would be grossly unfair to 
impugn the motives of any of the admission officers. They 
share with the school heads the desire to pick the best candi- 
dates, but temporarily are swamped by a situation that has 
required at times almost any kind of mechanical weeding-out 
process to keep their offices functioning. They must feel like 
the hired man who was transferred from plowing on a hot day 
to a cool cellar to sort potatoes. At the end of the first day 
the farmer asked him how he liked his easier job. “I’m 
quittin’,” was the reply. ‘What's the trouble?” asked the 
farmer anxiously. “I tried to give you lighter work than 
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plowing all the time.” ‘‘Too many decisions,” said the hired 
man. 

Admission officers have not quit. They have usually made 
decisions as best they could under the pressure of heavy enroll- 
ments, and at the present time are themselves sharply question- 
ing existing policies of admission. As one of the directors of 
admission in a leading women’s college wrote me a few weeks 
ago, “I am not at all sure that we are admitting the right 
girls.”” I wish that more colleges might take a frankly experi- 
mental attitude in admission policies, such as that followed at 
Sarah Lawrence College, through which variety in the fresh- 
man class is secured by dividing candidates into groups who 
represent varying kinds of talent. 

It is significant that three national organizations, in each 
of which this audience has a direct interest, have appointed 
subcommittees to study the problem of existing policies of 
admission to college and how the schools and colleges can 
work together more effectively to find a solution. These three 
associations, the College Entrance Examination Board, the 
National Council of Independent Schools, and the Educational 
Records Bureau, through these subcommittees, recently pooled 
their deliberations at a meeting held at the Faculty Club of 
Columbia University. Such questions as the following, along 
with many other related issues, were discussed by these rep- 
resentatives, who included the officials of the organizations 
as well as directors of admission and heads of public and 
private schools. 

1. Is there a fairly uniform practice among the colleges in 
regard to the significance of first, second, or third choices? 

2. Are choices a necessary and desirable feature of college 


admission in this period of an abnormal number of applica- 
tions? 


3. Is there a danger of too great reliance on quantitative 
criteria, such as Scholastic Aptitude Test scores, achievement 
test results, marks, and so forth, in weeding out candidates? 

4. How much significance is attached to rank in class in 
selecting candidates? How is rank computed by the schools? 
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5. Is the timing of the announcements of successful candi- 
dates a factor in the choice of a college? 

6. How can the principal’s statement or the school report 
be made more useful ? 

You will observe that these questions fall into three groups: 
the indication of college choice; the use of quantitative criteria; 
and the presentation of qualitative data. 


THE INDICATION OF COLLEGE CHOICE 


The problem of plural choices antedates the present period 
of congested enrollment and represents a plan requested ori- 
ginally by the colleges to enable them to estimate more ac- 
curately the size of their entering classes. Although always 
objected to by many heads of schools, it was not a major 
obstacle to the schools when numbers of applications were 
fewer and were flexibly administered. 

More recently, it has become a hurdle which narrowly 
restricts the student’s freedom of choice and even may act as 
a boomerang to prevent the college from getting the best stu- 
dents. When a college announces that since it has more than 
enough qualified applicants who make it their first choice, and 
that it, therefore, tends to reject more or less automatically 
candidates who make it their second, third, or other choice, 
it is proceeding on three assumptions that seem to me unsound. 
The first assumption is that the student who makes a college 
his first choice has a valid reason for doing so. Rarely, I 
believe, is this true for liberal arts colleges. The second as- 
sumption is that from a pool of first choices the college can 
get as good students as it wants. Many of the smaller col- 
leges, which are among the most rigid in the matter of choices, 
would be much better off under a system of two or more free 
choices by which some of the excellent candidates who 
may not have qualified for a large, highly selective insti- 
tution could, without need for apology, accept a place in the 
college of his other choice. Furthermore, what is important 
to keep in mind is that a very large proportion of students 
have no fixed first choice and would be quite satisfied to be 
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admitted to one of two or three other colleges. The third 
assumption is that if a candidate is not accepted at a college 
of his first choice, some other equally good college will take 
him as a second choice and solemnly in a letter advise him to 
apply at the college so designated despite the fact that College 
A is at the same time itself rejecting practically all second- 
choice candidates. As a result of this paradox, it is not al- 
ways the mediocre student who is given the run-around but 
some of the very ablest in a class. 

At the meeting of the joint committee at Columbia already 
referred to, much attention was given to this question of 
plural choices, and the general sentiment of the committee was 
in favor of a plan of at least two free choices which would 
not be ranked. 

In view of the relation between order of choice and likeli- 
hood of entrance, which seems to be the chief argument for 
indication of choice, this committee pointed out that some of 
the most selective colleges do not use the plan of plural choices, 
but instead determine rather accurately the size of a freshman 
class and the number of probable vacancies to be filled by 
estimating the proportion of withdrawals and cancellations 
on the basis of past withdrawals and cancellations. If the 
admission officer knows from past experience that 25 percent 
of those offered places in the freshman class usually do not 
accept, then he can guess with some certainty how many more 
candidates than he has places for can be accepted. 

The present confusion regarding plural choices is rather 
clearly shown by the results of the College Board question- 
naire which were presented at its last meeting. It was recog- 
nized by the Board that colleges varied greatly in the sig- 
nificance attached to the indication of choice. The question- 
naire sent out by the special committee revealed that, while 
some colleges paid relatively little attention to the choice, 
others insisted on first choice or second choice, admitting can- 
didates indicating choices below these only under extraor- 
dinary circumstances. ‘Thirty colleges indicated a liberal 
attitude toward choices, fifteen a conservative position, while 
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fifteen left the question blank. The committee found that 
while most of the membership of the College Board was will- 
ing to indicate the position taken by the institution for the 
information of the Board, there was no general agreement 
on the desirability of giving this policy publicity or on the 
wording of the statement to which the college would publicly 
subscribe. 

The College Board committee, as did our joint committee, 
presented a proposal that the candidate for admission be 
permitted to give two, or possibly three, free choices which 
would not be ranked. 

Certainly it seems only fair to expect that the college ad- 
mission authorities should find some way to change this sys- 
tem of choice which seems to be so universally distasteful to 
the heads of secondary schools. It just does not seem like an 
adult procedure for me to have to say rather timidly to the 
manager of the Roosevelt, “I think I ought to tell you that I 
am also trying to get a room at the Waldorf.” And frequently 
the criteria for discriminating between two colleges and two 
hotels are of equal validity. 

My own conclusion then about this whole question of choices 
is that the best interest of all concerned would be served by 
permitting at least two free choices. I can see every advan- 
tage and no significant disadvantages to such a plan. 


THE QUANTITATIVE CRITERIA 


When we consider the question of such quantitative data 
as ranking, marks, aptitude tests, and achievement tests, 
we have a somewhat different problem. As separate hurdles 
such criteria can be as injurious to a balanced estimate of 
a candidate’s fitness as that of plural choices, yet together, 
used as a composite index, they might give one kind of picture 
of readiness for college work that is fairly objective and 
therefore valuable. 

Among the statisticians and the directors of admission, 
rank in class is a strong favorite; among the secondary school 
people I know, it is anathema. The reason for this basic 











136 The Educational Record Supplement for January 1948 


disagreement is not hard to understand. The statisticians 
and the directors of admission deal with large numbers, and 
studies seem to show that rank in class has a reliable predic- 
tive value for probable success in college. It has always 
seemed to me that “reliability” is the last refuge of people 
who want to solve the problems of the world by counting. 
My own, and probably unscientific, conclusion about ranking 
is that, in a senior class of a coeducational day or public 
school composed of from ten to five hundred boys and girls 
of every kind of background, ability, and curriculum, any 
attempt to rank them by translating highly subjective sym- 
bols or words into 93.6’s and 65.3’s is mathematical leger- 
demain of a very low order. In our own school when the 
statistically minded committee of our faculty completes this 
stunt and presents the results, there are always the same 
muttered exclamations of “How unjust!” “How completely 
cockeyed!” There is fair Alice, who never did a lick of hard 
intellectual work in her life and who has avoided the subjects 
which did not suit her aptitude, right up at the top, while 
her keen, able, well-organized cousin, Joanna, is well below 
the median, a situation that will require several letters of 
explanation to colleges living by the upper two-fifths rule. 
The colleges insist that they bear these variables in mind, but 
there is plenty of evidence that they are overlooked in a 
tight squeeze. 

The worst of it is that no two schools rank in the same 
way, which does not seem to bother the statisticians the 
least bit, since there is their old friend Reliability smoothing 
out all the difficulties. Some schools rank for three years, 
some for two, some for one, and some for a semester. Some 
schools rank boys and girls separately, some rank college 
candidates separately, others lump them all together. Some 
schools rank only marks in academic subjects, while others 
include the model airplane club and choir practice. 

However, despite such obvious confusion we were not 
agreed at our meeting of the three subcommittees that all 
ranking should be abolished. Last year a group of Philadelphia 
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schools took a solemn pledge that never again would they 
enter a numerical rank on a college application blank, but I am 
told that their resolution has weakened under pressure so that 
only one or two conscientious objectors remain. In these days 
after an admissions officer has returned a blank for the third 
time for a missing datum, you quickly decide that some prin- 
ciples are not worth dying for. Our committee of the three 
organizations finally summarized its views on ranking by rec- 
ommending that a study of ranking should be undertaken, pos- 
sibly by the College Board, to determine what ranking should 
involve as to students and courses to be included, years to be 
covered, and the final form in which ranking might be ex- 
pressed. Even with such refinement of purpose, I am not 
convinced that stating as a fact that a boy is number twenty-six 
in his class of fifty is a valid, fair, or honest significant factor 
related to his relative fitness to do college work. 

As to other quantitative data regarding college preparation 
and aptitude, the problem is simpler. Such data should be 
used, not as separate hurdles, but as one kind of composite 
predictive score. Our committee was agreed on this principle 
of a single index. To select one low score and use it as a straw 
to grasp in an admissions office and then to tell the candidate 
that such a score was the reason for his not being accepted 
seems a most questionable procedure, but it has been done in 
many cases despite the principal’s insistence that the score did 
not give a true picture of the student’s aptitude and perform- 
ance. And usually the damage is done before the principal has 
a chance to protest. Please remember I am not now referring 
to mediocre candidates whom we as interested advisers may be 
trying to “shoe-horn” into some college, but to those really 
able students of whose success in a given college we are rea- 
sonably certain and whose qualifications we wish to have 
assessed as a whole rather than by one doubtful statistical 
item. This is another example of the difference between statis- 
tical reliability and human reliability, between mass reliability 
and selective reliability. 

I am happy to say that our joint committee has asked Dean 
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Henry Dyer of Harvard to prepare a statement on the rela- 
tion of this hurdle system to a composite quantitative score and 
the relative reliability of each to prediction of success in col- 
lege. There seem to be grave statistical weaknesses in using 
quantitative scores as hurdles to be jumped in order to be ad- 
mitted to college. I know of no school heads who are opposed 
to the use of quantitative data, but they are concerned about 
the relative weight given to individual items of the data. 


THE PRESENTATION OF QUALITATIVE DATA 


Theoretically, both principals and admissions officers attach 
great weight to the school’s statement on an application blank 
and to all the other forms of descriptive qualitative data. Yet 
I suppose such evidence is the admission committee’s chief 
headache. The tighter the enrollment situation, the greater 
the pain, since principals, being eager to help their students, are 
afraid of saying the wrong thing or having what they say over- 
weighted or misinterpreted. Last year in an outburst of ob- 
jectivity I wrote on an application blank that the candidate 
had an allergy. A week later the girl, who was a top-notcher 
in every respect, and I had said so, got a letter from the admis- 
sions officer saying that his college was not in a position to ac- 
cept a student who had an allergy. And one could almost 
imagine with what relief the harassed admissions committee 
found one clear tangible that helped pare down a long list of 
applications. This case may be exceptional, but it illustrates 
the risk of being too frank about any slight physical, mental, 
or social limitation a candidate has. Adjectival prolixity is im- 
portant these days. How much depends on the turn of a phrase 
or the choice of aword! Lucky is the school that owns a Roget 
and has a guidance officer with a talent for creative writing. 
This problem of the use of descriptive paragraphs, however, 
is no one-sided problem. No principal has a right to recom- 
mend a pupil who is not qualified for admission. If he is in 
doubt he should say so. If he believes that the candidate has 
compensating qualities to overcome a mediocre academic rec- 
ord, he has an obligation to state his case clearly and from 
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conviction, not from parental pressure. His cards must be on 
the table, but also he has the right to expect the college to 
understand his candor and point of view rather than to use 
details of the picture as an excuse for rejection. 

In large high schools the problem of preparing these quali- 
tative data and statements is tremendous. One principal of a 
large public school whose pupils are selectively chosen on the 
basis of ability and therefore go to college in large numbers 
said that more specific questions and greater uniformity among 
colleges in what they ask for would bring a welcome relief. 
When one compares the application forms of such colleges as 
Sarah Lawrence, Bennington, Oberlin, Princeton, and Penn- 
sylvania, one can readily see how individualized every qualita- 
tive estimate of candidates has to be. The other day I heard 
of a boy who had submitted forty-five applications. That may 
be high (I hope so), but it indicates to what lengths despera- 
tion has driven ambitious high school seniors. Certainly the 
average number of applications has doubled. The resulting 
clerical load is probably so heavy that large schools are unable 
to do justice to the presentation of desirable forms of charac- 
ter and personality descriptions. Uniformity in blanks would 
be a great help. 

Especially difficult for the admissions officer is the unsatisfac- 
tory nature of the principal’s estimate as presented from small 
isolated schools which send few pupils to college. Obviously, 
the college will have to discount the value of the principal’s 
statement in many such cases. However, this relatively small 
number should not cloud the values of qualitative analyses. 
My own impression, a wrong one I trust, is that the school’s 
personal estimate of a student tends to be subordinate in these 
times of crowded applications to the more easily administered 
quantitative criteria of ranking and test scores. 

The three aspects of college admission discussed in this 
paper—plural choices, the use of quantitative criteria, and the 
presentation of qualitative data—are only superficial symptoms 
of more basic difficulties. The balance of power between the 
American high school and the college right now lies with the 
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latter. A single requirement of the college can influence the 
course of the high school curriculum. It would be tragic in- 
deed if the new direction in which the high schools were mov- 
ing before and during the war—toward a curriculum of richer 
social values, toward broad programs of community service, 
toward a world outlook, and toward a dynamic citizenship— 
should bog down in a morass of college admission requirements 
designed to control the crowd of applicants who wish to go to 
college. There must be better ways than the use of artificial 
hurdles. 

It seems to me most important right now that these ques- 
tions and their related issues should be given careful considera- 
tion by all groups working in the field of school and college 
relations. Studies and research need to be undertaken in order 
to keep the emphasis in college preparation on the highest all- 
round development of competent youth and not on the clever- 
ness of well-planned strategy. It has been suggested that, 
through some such means as an experimental handbook, guid- 
ance might be given admissions personnel both in the school 
and in the college, where greater publicity might be accorded 
college entrance policies, and where in general a basis might be 
laid for a smoother, more effective transition from school to 
college. 

In a group such as this where there exists so friendly a feel- 
ing between these two major levels of secondary and higher 
education, it ought to be possible for us to set up cooperative 
arrangements that will make admission to college a more 


natural step in the whole process of educating American 
adolescent youth. 
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The Improvement of Reading 
in Elementary Schools 


By EMMETT ALBERT BETTS 


other area of the curriculum probably has received 

more attention than reading. In 1925 William S. 
Gray published his first Summary of Investigations Relating 
to Reading. At that time, he reported on 435 “scientific 
studies related to the problems of reading instruction” (20). 
Each year since 1925 Dr. Gray has summarized approxi- 
mately 100 studies. In 1941, Arthur Traxler summarized 618 
studies covering the period of 1930 to 1940 (40). His last 
summary for the five-year period beginning January 1, 1940, 
embraced 527 researches in reading (41). The first edition 
of Betts and Betts, 4n Index to Professional Literature on 
Reading and Related Topics, was published in 1945 (10). In 
this edition 8,278 references were indexed and classified. The 
widespread demand for these publications is evidence of genu- 
ine interest in the field of reading. 

Reading problems have attracted the attention of a diverse 
group of investigators. Psychologists, educators, librarians, 
semanticists, ophthalmologists, neurologists, lighting engineers, 
and others have concerned themselves with various aspects of 
reading. For a systematic seminar on reading research in the 
graduate school, studies may be grouped in terms of twenty- 
one major topics. These include reading readiness, language 
development, readability, study habits, eye movements, soci- 
ology of reading, hygiene of reading, visual aphasia, reading 
interests, vocabulary development, word recognition, differen- 
tiated instruction, analysis of reading skills and abilities, and 
other topics. In general, these researches cut across develop- 
mental, corrective, and remedial instruction at all school levels. 


UJ TO THE present time, no other learning aid and no 


*The numbers in parentheses refer to the items in the bibliography at the 
end of the article (pp. 159-61). 
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EARLY RESEARCH IN READING 


Prior to 1900 the lead in research was taken by scientists in 
Germany and France. Since then investigators in the United 
States have contributed most of the scientific studies in reading. 
At present there is a growing interest among educators in 
countries where Spanish is the chief language. 

Undoubtedly, some of this leadership developed in the 
United States as a result of the intense interest in public edu- 
cation. In the long run the effectiveness of a democracy de- 
pends upon an enlightened citizenry. Among learning aids 
reading has been given a major role in public school and adult 
programs. This emphasis on reading has spotlighted reading 
disabilities, developmental teaching procedures, and the read- 
ability of materials. Reading problems arising from attempts 
at a language approach to mass education have exerted pres- 
sure on educators and psychologists for the systematic study 
of those problems. 

Prior to 1900 a beginning was made on the study of per- 
ceptual processes in reading. These studies indicated some 
of the fallacies of the A-B-C approach to reading instruction. 
In addition, Javal (27) made the important discovery that eye 
movements during reading are saccadic. These studies laid 
the foundations for many fruitful researches in the United 
States. 

In this period before 1900 McGuffey published his series 
of graded readers for the first six grades. These readers 
stepped up the process of regimentation for mass education. 
Their publication followed closely the establishment of the 
graded school system in the United States. From these two 
events, the concept of a “grade” was developed in terms of 
academic achievement rather than of social competence. Regi- 
mentation of reading instruction was firmly entrenched in the 
American educational system. 

During this early period some of the researches were trans- 
lated into practice. Attention had been shifted from letters 
and syllables to words. Rote memorization of the alphabet 
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and syllables gave way to phonetic methods and to the learning 
of words by sight. In the process of transition, however, read- 
ing, spelling, and writing were divorced. 

One of the significant publications at the close of this period 
was G. Stanley Hall’s How to Teach Reading, and What to 
Read in School (22). This was, in part, a critique on reading 
methods and materials. 


PERIOD OF EMPHASIS ON LABORATORY RESEARCH 


By 1910 laboratory studies of reading were under way in 
America. During the preceding fifteen years several im- 
portant findings were revealed. First, approximately 92 to 96 
percent of the reading time is used for fixation pauses. Im- 
provement in rate of reading results from stepping up the per- 
ceptual and associative processes during the fixation pauses 
rather than from speeding up the interfixation movements. 
Second, differentiation was made between silent- and oral- 
reading processes. This led to an overemphasis on silent 
reading. Third, differences in reading abilities were suggested. 
Fourth, a beginning was made on the development of stand- 
ardized reading tests. 

One of the most significant contributions to the teaching of 
reading during this period was Huey’s The Psychology and 
Pedagogy of Reading (26). His emphasis on silent reading 
undoubtedly stimulated considerable research. 


PERIOD OF EMPHASIS ON CLASSROOM PROBLEMS 


From 1910 to 1920 a wider variety of reading investigations 
was undertaken. More attention was given to classroom prob- 
lems. A beginning was made on the systematic study of read- 
ing disabilities. The number of studies showed a sharp in- 
crease. The scientific movement brought about changes in 
classroom practices. 

During this period two important conclusions were reached. 
First, rate of comprehension in silent reading is superior to 
rate in oral reading. Second, certain fundamental reading 
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skills and abilities can be appraised by means of standardized 
tests and scales. 

Around this time, sentence and story methods flourished. 
Synthetic phonetic methods were the subjects of heated de- 
bates. The controversy was not so much over the value of 
phonetic methods as it was over the relative merits of the 
initial and final blend methods. Primers were used to initiate 
the beginner into the mysteries of word recognition. 

In the period of 1910 to 1920 the stage was set for the later 
overemphasis on silent reading, the compartmentalization of 
reading instruction, the introduction of workbooks and pre- 
primers. During this time six yearbooks of the National So- 
ciety for the Study of Education dealt with time allotments, 
silent reading, and tests and measurements. 


A Periop oF EMPHASIS ON SILENT READING 


The 1920's are remembered for the emphasis on silent read- 
ing. This emphasis contributed to the widespread develop- 
ment and use of silent-reading tests and scales. Furthermore, 
it contributed to what Dr. Nila Banton Smith called the era 
of broadened objectives in reading (37, pp. 185-228). 

In December 1921 Fernald and Keller published their 
classic article on tactile and kinesthetic factors in the develop- 
ment of word recognition for nonreaders (18). This was one 
of the first substantial contributions to remedial reading. After 
a period of twenty-five years this technique is receiving wide- 
spread recognition. It has proved to be an acceptable approach 
for certain types of nonreaders and seriously retarded readers. 

In 1928 Dr. Samuel T. Orton began to publish his work on 
the relationship between cerebral dominance and a certain 
type of reading disability. While this hypothesis has validity 
for neurologists, it still awaits validation by psychologists and 
educators. It merits careful consideration by research workers. 

During the 1920’s the groundwork was laid for present-day 
achievements in reading. In the first place, the spelling forms 
of words were counted to determine their frequency of usage 
in reading materials. These studies provide one basis for 
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evaluating the readability of material. Present-day readability 
formulae include the vocabulary factor in the basic regression 
equations. 

Second, studies of typography called attention to line length, 
size of type, leading, and other kindred factors in readability. 
On the basis of these studies, modern instructional materials 
have been improved. They are more attractive, and they 
meet higher hygienic requirements. 

Third, Dr. Arthur I. Gates and his students published a 
number of studies on children’s reading interests. These in- 
vestigations have provided another approach to readability, 
reflected in present-day readers (19). 

Fourth, Ogden and Richards (34), Dolch (14), Ernest 
Horn (24), and others called attention to problems of mean- 
ing and comprehension. These publications paved the way for 
the current interest in the semantic basis of reading. 

Fifth, researches on silent reading and the publication of 
Emma Watkins’ book on silent reading (43) have been re- 
vived by the present-day protagonists of the non-oral approach 
to beginning reading. 

Sixth, the use of standardized tests of achievement and of 
intelligence directed attention to individual differences. Plans 
for differentiating instruction within a school system were de- 
vised by school administrators. In addition, the trend was 
established for evaluating achievement in terms of capacity. 
This trend has brought about current interest in social group- 
ing, the revision of promotion standards, and improved home 
reports (3). 

Probably no one single publication has influenced American 
reading instruction more than the Twenty-fourth Yearbook, 
Part I, of the National Society for the Study of Education. 
This committee report stepped up the translation of research 
into practice. 

Many of the improvements in modern reading programs 
have their roots in the 1920’s. Preprimers were introduced to 
provide a more nearly gradual approach to beginning reading. 
The basic readers evidenced a better balance of factual and 
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literary-type material. Some attention was given to ability 
grouping. Reading instruction was compartmentalized, but 
there was some discussion of the relationships between the 
language arts. Substantial progress was made. 


A PERIop OF BROADENED PERSPECTIVE 


At first glance the 1930’s may appear to be a period of 
emphasis on remedial and corrective reading. Interest in the 
problems of nonreaders and retarded readers may have pro- 
moted many of the achievements of that period. However, 
progress was made on broader lines. 

Considerable work was done on the prevention of reading 
difficulties. At this time an average of 25 percent of first- 
grade children were not promoted. In some places, as many 
as 40 percent were failed. The chief reason given for the 
failures was ‘‘a lack of reading achievement.” 


READING READINESS 


Reading-readiness tests were devised during the early 1930's. 
These served to point out certain differences in readiness for 
traditional initial reading programs. Children were grouped 
in terms of general readiness for reading. In some schools, 
I-C sections were organized for children who were required 
to spend three semesters in the first grade. In other schools 
children were grouped for reading instruction and promoted 
to the second and third grades on a social- or chronological- 
age basis. Ina few schools the labels “grade one”’ and “grade 
two” were changed to “primary group one” and “primary 
group two.” This changing of labels, of course, was not al- 
ways followed by a modified school program. Hence, the 
problem was not solved. The grouping of the children for 
reading instruction provided a partial solution to the problem 
of individual differences in readiness for reading. 

Soon after the first reading-readiness tests were published, 
the authors of basal readers added “easier” preprimers and a 
reading-readiness book. Readiness materials offered another 
partial solution to the problem of how to care for individual 
differences in readiness for reading. Leastwise, the teacher 
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without a professional education had a guide to follow. 
INITIAL READING 


Because reading-readiness elements were not generally un- 
derstood, many children struggled unsuccessfully with initial 
reading materials. As a partial solution to this problem pre- 
preprimers were added to basal series. In addition, the 
vocabulary load of the first-grade reader program was reduced 
from about five hundred different words to three hundred and 
fifty. 

This partial solution created two serious problems. In the 
first place, the vocabulary load was reduced for all children. 
Some children still did not achieve in the beginning reading 
program. More successful readers had their progress paced 
by this “slower” approach. Teachers were still frustrated in 
their attempts to group by artificial grade standards of achieve- 
ment and by the misuse of standardized achievement tests. 

The second problem created by the reduction of vocabulary 
load and the addition of lower-level preprimers was the quality 
of the material. Before this trend got under way, the author 
of a preprimer had a vocabulary of seventy-five to one hun- 
dred different words with which to write. Now the author 
was expected to produce a traditional first pre-preprimer with 
ten to twenty different words. The results were in direct con- 
flict with the growing interest in meaning! 

This dilemma, coupled with the growing use of experience 
records, brought about a fairly widespread use of the interest, 
or experience, approach to beginning reading. About 1920 
many teachers learned they could start children on the road to 
reading by the story method. To by-pass the inane pre- 
preprimers produced in the 1930's, teachers began to experi- 
ment with group-dictated records of children’s experiences. 
This approach is being used in an increasing number of modern 
elementary schools (3). 


READING-ADJ USTMENT CLASSES 


During the 1930's a significant number of elementary schools 
organized adjustment classes for nonreaders and retarded 
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readers. In many situations these children were selected by 
classroom teachers. In other situations the pupils were identi- 
fied by means of standardized tests. Children found to be one 
or more years below the test norms were referred to the adjust- 
ment classes—regardless of capacity for achievement. As a 
result, the adjustment teachers were frustrated by children 
with behavioral problems and low mentality, as well as by a 
lack of professional preparation. 

Many of these adjustment classes were organized in terms 
of the Batavia plan for coaching laggards. ‘Two erroneous 
assumptions were made: First, that all children below the 
“grade average” were retarded and, therefore, could be 
brought up to a “class standard.”’ Second, that retardation 
existed only among those pupils in the lower 30 to 50 percent 
of the class. Reading retardation was not evaluated in terms 
of the difference between achievement and capacity for achieve- 
ment. Little, or no, differentiation was made between correc- 
tive and remedial problems. The child’s instructional level 
was often based on group-test results rather than his perform- 
ance with the instructional material. This procedure tended 
to cause the teacher to select materials from one to four grade 
levels above the child’s instructional level. The goal of the 
remedial, or corrective, instruction was “to bring the child 
up to grade level.” In spite of these limitations the organiza- 
tion of adjustment classes for “poor” readers did open the way 
for more substantial improvements. 


CAPACITY FOR READING 
In 1930 William E. Young (44) completed his doctor's 


dissertation on hearing comprehension and reading compre- 
hension. This study, directed by Ernest Horn, focused atten- 
tion on hearing comprehension as an index to reading capacity. 
The Durrell-Sullivan Reading Capacity Test has served to 
emphasize this approach to the study of retardation. 

During this time more attention was given to the use of 
intelligence tests for evaluating the reading capacity of re- 
tarded readers and nonreaders. Most group tests of intelli- 
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gence place a premium on reading ability. Hence, children 
with special reading problems are penalized. For example, it 
is not uncommon for a child to achieve a superior Binet score 
and a very low group-test score. Group tests of mental ability 
have serious limitations when used to appraise the reading 
capacity of retarded readers. 

Durrell (16) studied the validity of the 1920 edition of the 
Stanford revision of the Binet-Simon scale. He found that 
certain items tend to penalize seriously retarded readers. Re- 
cently, Sheldon Rappaport of the Temple University Reading 
Clinic made an item analysis of responses on the 1937 revision 
of the Binet. He, too, found certain items produced failures 
for extremely retarded readers (36). 


MEASURES OF ACHIEVEMENT 


The 1930’s brought about some improvements in achieve- 
ment testing. The widespread use of standardized tests en- 
couraged the development of city, county, state, and national 
testing programs. More attention was given to specific read- 
ing skills and abilities in the so-called “‘subject-matter areas.” 
In addition, a beginning was made on shifting the emphasis 
from word recognition and assimilative reading to critical 
reading. 

During the 1930’s, an increasing number of teachers used 
informal inventories for appraising reading achievement and 
specific needs (3). By using graded instructional materials in 
individual situations and in directed reading activities for 
groups, the teacher was in a position to make day-by-day 
evaluations of pupil needs. 

Specific criteria were established for estimating independent 
reading, instructional, frustration, and hearing-comprehension 
levels (3). When standardized-test results were compared 
with the child’s ability to read instructional materials, serious 
discrepancies were noted for retarded readers. The standard- 
ized tests did not indicate the independent-reading level. They 
did not indicate the instructional level. Instead, they placed 
the retarded reader at his frustration level. This was one to 
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four grade levels above the instructional level. As a result of 
using informal-reading inventories to complement standardized 
tests, the teachers and librarians found it possible to follow the 


maxim of the 1930’s, namely, “Begin where the child is” 
(4, 5, 6). 


READABILITY 


Classroom surveys made during the early 1930's indicated 
that approximately 40 percent of the elementary school chil- 
dren were required to use instruction materials at or above 
their frustration levels. This practice placed reading at the 
top of the list of the most disliked “subjects.” 

A few pioneer experiments to appraise the reading dif_i- 
culty of instructional materials were made during the 1920's. 
These studies, along with vocabulary counts of the same 
period, stimulated considerable research on readability during 
the 1930's. 

Studies of typographical factors and of interest elements 
continued to improve the readability of materials. However, 
the 1930’s produced a number of significant studies on the rela- 
tionships between language elements and readability. More 
attention was given to vocabulary difficulty, vocabulary di- 
versity, sentence length and structure, personal references, and 
descriptive words. A beginning was made on the different 
uses of a word. This semantic approach to readability is now 
under investigation (9). 

The full impact of these studies on the improvement of the 
elementary school reading materials has not yet been revealed. 
Considerable progress, however, has been made in the use of 
readability formulae in the preparation of current events 
materials for children. Scattered applications have been made 
on basal textbooks. Publishers of trade books have tended to 
disregard readability. The danger, of course, lies in the mis- 
use of these formulae to produce stilted writing. 


DIFFERENTIATION 


Classroom surveys during the late 1930’s revealed a trend 
to group children for reading instruction. Most of this group- 
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ing was done in the primary grades. Furthermore, groups 
were organized usually for reading instruction only. In the 
second grade all pupils were given second-grade spellers and 
other prescribed textbooks. At the third-grade level, all chil- 
dren were given third-grade spellers, language, arithmetic, 
science, and social science textbooks. By and large, the rela- 
tionships between the language arts were not recognized in 
practice. Reading problems in the content areas were still at 
the level of academic discussion. Many teachers were group- 
ing children for reading instruction. This was a significant 


step toward the improvement of the elementary school reading 
program. 


CURRENT EVENTS MATERIALS 


The 1930's brought about the extensive use of current events 
materials. These contributed substantially to the improve- 
ment of the social studies and science programs as well as the 
reading program. Unfortunately, a large number of schools 
still make a regimented use of current events materials. For 
example, My Weekly Reader No. 3 is ordered for every child 
in many third-grade classrooms. The chief danger in the mis- 
use of these materials is that children will be taught to shun 
newspaper reading. There may be a repetition of what hap- 
pened to children’s attitudes toward poetry and other forms 
of children’s literature when so-called “gems” were prescribed 
for memorization. In spite of the misuse of current events 
materials, they are undoubtedly scheduled to play a role of 
greater significance in elementary schools. 


BASAL READERS 

The swing to silent reading in the 1920's caused literary- 
type materials to be neglected and factual-type materials to be 
emphasized. During the 1930’s a somewhat better balance 
was achieved. In terms of content and skills, four different 
types of basal readers were developed. In the first type there 
was a heavy emphasis on social studies content. The second 
type emphasized realistic stories. Learn-to-study readers were 
a third type. Graded literary selections were included in the 
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fourth type. The development of these four types of readers 


called attention to the limitations of adopting a single series 
of basal books. 


ILLUSTRATIONS 

After 1935 significant improvements were made in the ap- 
pearance of basal readers. The covers were made attractive 
and colorful. Illustrations were improved through the use 
of offset-printing processes. Artists followed suit with vivid 
illustrations that were integrated with the page layout. To- 
day, basal textbooks in reading provide stiff competition with 
trade books from the point of view of illustrations. 


WORD RECOGNITION 


At the beginning of the 1930’s there was considerable con- 
fusion regarding methods for the development of word recog- 
nition. Some of this confusion grew out of debates over 
synthetic phonetic methods during the 1920’s. A part of the 
confusion arose from misinterpretation of inexpertly designed 
experiments. The swing was definitely away from phonics. 

During the 1930’s the visual-auditory approach to word 
recognition was structured. This was achieved through scien- 
tific studies and the organization of lesson plans for teachers’ 
manuals. 

Control over an initial reading vocabulary was developed 
by systematic nonphonetic methods. The major emphasis was 
given to the use of context clues. The pupil was taught how to 
use the sentence setting and his own background of experience 
to identify a “new” reading word. The use of context clues 
was buttressed with picture clues, word-configuration clues, and 
language-rhythm clues. It was found that approximately 90 
percent of the beginners could acquire initial reading skills by 
this visual-auditory-meaning approach. 

After an initial reading vocabulary was acquired, systematic 
guidance was given in the use of phonetic-analysis techniques. 
However, the emphasis was shifted from the synthetizing of 
the sounds of words to the analysis of the sounds of whole 
words. Through the efforts of Arthur I. Gates and others, an 
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intrinsic approach often was combined with the word-analysis 
approach. This intrinsic approach emphasized the develop- 
ment of analysis skills in meaningful situations. 

As used in the 1930’s phonetic-analysis programs had seri- 
ous limitations. In the first place, very few elementary school 
teachers understood the phonetic basis of language. This lack 
of professional preparation led to practices that confused 
children. 

In the second place, Dolch and others began to report some 
of the limitations (15). Instruction was found to be based on 
the analysis of monosyllables which did not carry over to 
longer words. Some phonograms tended to cut across the 
syllabic divisions of words. Phonograms tend to begin with 
vowels, whereas syllables usually begin with consonants. 

In the third place, the phonetic, or sound, analysis program 
in reading was carried over into the second grade. At this 
level, systematic spelling instruction is usually initiated. It is 
well known that structural analysis provides a better approach 
to spelling than does phonetic analysis. In fact, phonetic 
analysis interferes with spelling. 

In the fourth place, approximately 1 to 5 percent of the 
children have difficulty with a visual-auditory approach to 
word recognition. In terms of present word-recognition meth- 
ods these children require either a kinesthetic (8) or tactile 
(18) approach. 

To offset these limitations, in part, there was renewed in- 
terest in a structural-analysis approach to word recognition. 
This tended to shift some of the emphasis from the analysis 
of the sounds of words to the structural elements of words. 
Activities on phonetic analysis were complemented in the first 
grade by activities in structural analysis. Finally, structural 
analysis superseded phonetic analysis at the third-grade level. 
In this program, special attention was given to word variants, 
syllables, and derivatives. 

Out of the confusion regarding word recognition at the be- 
ginning of the 1930’s there emerged a structured visual- 
auditory approach to word recognition. A better perspective 
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of this aproach has been achieved during the 1940's. 


BASIC PRINCIPLES 


Basal textbooks and teachers’ manuals have always tended 
to dictate curriculum content and teaching procedures. Be- 
fore 1920 there was very little research upon which to develop 
a scientific approach to reading instruction. During the 1920's 
a pattern of reading instruction, based on research, began to 
emerge. This pattern was translated into recommended prac- 
tice through some of the teachers’ manuals produced during 
the 1930’s. The better patterns of that period are being 
modified during the 1940's. 

The first basic principle incorporated in lesson plans for 
basal readers dealt with readiness. Attention was on pointing 
up the child’s experience background in relation to the selection 
to be read. Listening and speaking played a part in the shar- 
ing of pupil and teacher experience. Concepts were assayed 
and developed as a prelude to the recognition of new vocabu- 
lary in the selection. General motivating questions were estab- 
lished to guide the introductory reading. This was an attempt 
to use learner purposes as a means of motivation. 

In many of the manuals published before 1940, the teacher 
was advised to drill on the “new” reading words before the 
introductory reading. This tended to be isolated word drill 
which often was meaningless. This unfortunate procedure had 
only one justification. In highly regimented classrooms, about 
40 percent of the children were frustrated because the material 
was too difficult. This preliminary drill may have saved a few 
children from complete frustration! Fortunately, this type 
of drill is being eliminated from recent manuals and more at- 
tention is given on how to group pupils within the classroom. 

The second basic principle described in manuals dealt with 
silent-reading preparation. At the instructional-reading level, 
guided silent reading always precedes oral reading. The trans- 
lation of this principle into recommended practice was one of 
the major steps in the improvement of reading instruction. 

Authors of teachers’ manuals also began to emphasize a 





The Improvement of Reading in Elementary Schools 155 


third principle regarding word recognition and comprehension. 
Specific guidance was given on the solution of these problems 
either during the silent reading or immediately following. 
This procedure emphasized the use of context clues, pupil 
initiative for the identification of his needs, and the immediate 
application of previously learned skills. Attention was shifted 
from the “mechanics of reading” to comprehension. 


A Periop or EMPHASIS ON CHILD DEVELOPMENT 

Many research projects were interrupted by the second 
World War. Research workers were shunted into war proj- 
ects. Professional meetings were discontinued. For one rea- 
son or another instructional staffs lost experienced teachers. 
Their places often were filled with the professionally un- 
qualified. Following the war overcrowded classrooms and 
low teacher salaries discouraged able students from entering 
the teaching profession. The 1940's ushered in the disintegra- 
tion of education. Reconstruction has proved to be difficult, 
tedious, and frustrating. 

Research publications reached their peak in 1939 and 1940. 
By 1943 they were reduced by 50 percent. Since 1945 they 
have shown a sharp trend upward. By 1950 the production of 
research in reading should be back to prewar levels. 


MEANING 


By 1940 a running start had been made on the semantic basis 
of reading instruction. Ogden and Richards (34) had stimu- 
lated an interest in the study of word-word relationships. 
Hugh Walpole published an elementary book on this point 
of view (42). Alfred Korzbyski and his group of general 
semanticists had stimulated research in language-experience 
relationships. Hayakawa (23), Irving J. Lee (31), and 
Wendell Johnson (29) published readable books on this 
second approach. Stuart Chase published a popular book on 
The Tyranny of Words (12) which summarized the two ap- 
proaches. Ernest Horn contributed his scholarly interpreta- 
tion of “Language and Meaning” in a chapter of the Forty- 
first Yearbook, Part II, of the National Society for the Study 
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of Education. In 1940 it appeared that semantics would be 
the next fad in education. 

Emphasis on the semantic basis of language has contributed 
to the structuring of the reading program (4). In the first in- 
stance, developmental reading has been described more clearly, 
Since the semanticists demonstrate that clues to meaning are 
not found in speech noises or written words, word recognition, 
per se, has been de-emphasized. For example, there is no 
meaning in the words ‘‘democracy”’ and “‘osmosis.’’ No mat- 
ter how many times the teacher or the pupil says them, mean- 
ing is not derived from the words themselves. Likewise, the 
learner may have had many types of nonverbal experiences 
without acquiring concepts or meaning. It follows, then, that 
meaning is found in the relationships between language and 
experience. The development of mental constructs, or con- 
cepts, is a process of establishing language-experience relation- 
ships. Developmental reading is described in terms of con- 
cepts. 

This semantic description of developmental reading recog- 
nizes the intimate relationships between speech, reading, and 
writing. It states the premise that growth in reading is a sig- 
nificant element in all learning activities. 

Corrective reading has also been described in terms of 
language-experience relationships. In this sense, retardation 
may be of two general types. The child whose hearing com- 
prehension exceeds his level of reading comprehension has a 
language deficit. A child who cannot pronounce the words in 
a selection, of course, cannot read it. This type of reading 
difficulty is easily detected. For this reason it received major 
emphasis in the 1930's. 

A second type of corrective problem is illustrated by the 
child who pronounces words easily and rhythmically but can- 
not reconstruct the experience behind the symbols. This ex- 
perience deficit precludes concept development. Preliminary 
surveys indicate that verbalism is a more serious problem and 
a more common one than the inability to pronounce words. 

An assault on verbalism in elementary schools is being made 
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on several fronts. In the first place, classroom teachers are 
being sensitized to the problem. Secondly, visual and visual- 
auditory aids to learning are being used systematically by an 
increasing number of schools. Thirdly, authors of instruc- 
tional materials are accumulating a number of procedures for 
developing concepts. Fourth, curriculum specialists are con- 
cerning themselves with differentiated instruction. Verbalism 
is not a new problem. It is an age-old problem being attacked 
with improved procedures and a professional determination 
to improve instruction. 


ASSOCIATIVE LEARNING DISABILITIES 


Remedial-reading problems have been more clearly de- 
scribed. Language disabilities are classified in terms of the 
degree of seriousness. Retarded readers and nonreaders may 
be taught by a visual-auditory or a kinesthetic approach. How- 
ever, some pupils with reading disabilities have unusual diffi- 
culties when they attempt to associate meaning with printed 
symbols. These children with associative-learning disabilities 
require special instruction (8). 

The 1940’s have also produced new understanding of the 
nature of extreme reading disabilities. Considerable research 
has been done on the classification, or the typing, of extreme 
reading problems (2). These “‘case typings” have been estab- 
lished in terms of instructional procedures. 


LANGUAGE DEVELOPMENT 

During the 1940’s the language-arts approach to reading 
instruction has been intensified. Studies of child development 
have been reviewed and re-evaluated. Language is being dis- 
cussed as a facet of child development. Language itself is be- 
ing viewed in terms of its speech, reading, and writing facets. 

The language-arts approach is based on studies in child- 
development laboratories. Attention is directed to sequences 
of language development. More recognition is given to oral 
language as a basis for evaluating reading readiness. Reading 
achievement is being used as a basis for appraising readiness 
for writing, including spelling. Differences in rates of lan- 
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guage development have been dramatized. Systematic se- 
quences of development take precedence over the grade place- 
ment of subject matter. This language-arts approach begins 
with the integration of the learner, and calls attention to the 
futility of discussions on how to integrate him. 


PROMOTIONS 


Recently there has been a renewed interest in problems of 
promotion. The untenable notion that children can be classified 
by grade levels that designate a standard of academic achieve- 
ment is being challenged on all sides. Professional concepts 
of social competence are being crystallized. As a result, the 
label “grade level” is being evaluated in terms of social com- 
petence rather than academic achievement. 

The chief danger of this policy is a complacency in promot- 
ing children with unanalyzed learning problems. Promotions 
in terms of social competence are only a partial solution to the 
problem of personality development. A child with a language 
disability has social and emotional problems. Passing him on 
to the next grade merely “improves the teacher’s pedagogy by 
eliminating the pupil.” Language development is a significant 
facet of child development. Systematic study of the child is 
prerequisite to the successful operation of a program of 
“social” promotion. 


In CONCLUSION 


The last word on improving the effectiveness of reading 
instruction has not been written. In fact, only three or four 
chapters can be reviewed at this time. Each decade of research 
and of attempts at application of principles has produced sig- 
nificant increments of improvement. 

In a modern elementary school, all normal children can have 
successful experiences with reading. Instructional materials 
are adequate for that purpose. Teaching procedures have 
been evolved to do the job. Pre-service and in-service experi- 


ences are available to give teachers the necessary professional 
preparation. 
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Improvement of Reading in High 
School and College 


By IVAN A. BOOKER 


a finite skill which is either present or absent—like a 

case of smallpox. It is not enough merely to say that 
an individual either can or cannot read. Instead, the ability 
to read is like one’s personal fortune—if any! It exists in 
some amount; and the amount of it is all important. Indeed, 
the analogy could appropriately be carried further to say that, 
in spite of all efforts to accumulate them, most people find that 
their reading skills, as well as their dollars, are far fewer than 
could be used to good advantage. But, again in both cases, 
most of us find it easier to adjust to lower standards than to 
push on into the ranks of the economic royalists or the literary 
élite. 

I venture to suggest that in this very audience, of eminent 
and talented people, an accurate survey of reading skills would 
reveal some startling differences in the facility with which we 
as individuals can obtain ideas from the printed page. Most 
of us, if asked, would modestly confess that we ‘‘can read.” 
But the differences among us in how well we actually read 
would perhaps be fully as great as the range between my nickel 
and your dollar. 


(C's ite TO POPULAR opinion the art of reading is not 


Hicu ScHOOL AND COLLEGE STUDENTs Do Nor Reap 
WELL ENOUGH 


And what is true of this audience is doubly true of high 
school and college students. Most of them can read some- 
thing, in some manner; but the range in reading ability among 
them is, to the uninitiated, unbelievably wide. 

For most of you, a documented description of this range in 
reading achievement would be as redundant as another sky- 
scraper on the New York sky line. And yet, is it not true 
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that in most secondary schools and colleges—perhaps, even 
in the one you know best—the whole pattern of instruction 
ignores this basic fact? “The youngsters attended grade 
school, didn’t they? They were supposed to learn to read, 
weren't they? Then, ‘so what’! Let them get busy and read 
the books we give them. We do not have time to bother with 
differences in reading skills.” In all candor, is not that ap- 
proach still the most common one? Though we know other- 
wise, do we not still act as if reading were a finite skill instead 
of a vital area of personal intellectual development? 

The result of that policy can be traced in a sordid trail of 
student failure, early withdrawal from school and college, and 
meager, ineffective use of reading in adult life. Wherever re- 
search studies have been made, clear evidence has appeared 
that poor reading habits are “Public Enemy No. 1” to a suc- 
cessful high school and college career. 

Sometimes the lack of reading ability stems from some defect 
of body or mind that limits the possibility of remedial or cor- 
rective work. Quite often, however, the remedy is easily 
within our grasp, if we as school people are willing to admit 
our responsibility for reading development, and if we have the 
initiative to find and apply the tested materials and procedures 
that are now available. Ways of identifying the handicapped 
reader can be readily mastered by any interested teacher. 
Methods and materials that have proved their merit can be 
found and used by anyone willing to accept the challenge. 


ELEMENTS OF A SUCCESSFUL PROGRAM 


Improvement of reading at the secondary and college level 
involves three basic elements: (1) determination of reading 
ability, (2) instruction in reading according to need, and (3) 
guidance in the application of reading skills, by every teacher 
of every class. 


DETERMINATION OF INDIVIDUAL NEEDS 


The first step is obvious. To attempt a program of reading 
instruction for high school or college students without first 
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determining the present level of their respective reading skills 
is educational quackery at its worst. Such procedure is on a 
par with the patent medicine vendor whose brown pills are 
recommended for all ailments from chilblains to cancer, and 
from asthma to zymotoxicosis. A diagnostic survey of reading 
ability is, then, the essential point of departure in any sound 
program of advanced reading instruction. 

In that connection allow me to refer briefly to a new diagnos- 
tic instrument, now in process of completion, which has been 
designed specifically for the purposes just stated. In the test 
battery there is (1) a survey series of tests, themselves diag- 
nostic to a considerable degree, and (2) a series of supple- 
mentary diagnostic tests, to explore more thoroughly the diff- 
culties of handicapped readers. Dr. Frances Triggs is chair- 
man of the committee responsible for these tests, and six of her 
seven “fellow conspirators”—all save the present speaker who 
used his political influence in Washington to “horn in on the 
party’—are highly competent students of reading problems. 
Further details about this new test battery can be obtained 
from Dr. Triggs at the Educational Records Bureau. I men- 
tion it here merely because it is a test battery of recent origin, 
one which its authors hope will make its contribution alongside 
the various reading tests already available for use with high 
school and college students. 


INSTRUCTION IN READING ACCORDING TO NEED 


When the level of reading ability for all members of the 
student body and the peculiar difficulties of seriously retarded 
students have been determined, specific instruction in reading 
should be planned and carried out according to individual 
need. And, incredible as it may seem, this common-sense indis- 
pensable step quite often is never carried out. Again and 
again schools start bravely on the high road of reading im- 
provement only to end it all with perhaps a very good program 
of survey and diagnosis. The futility of such work is self- 
evident. When our children are sick, we want a doctor who 
can tell the difference between measles and pneumonia. But 
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whatever the ailment is, we also want a physician who knows 
how to prescribe and care for the patient until he recovers. 
So, also, in reading instruction we must have something more 
than accurate diagnosis. We must have programs of instruc- 
tion geared directly to individual pupil need. 

In most large schools, at least three types of specific reading 
instruction are indicated, which, for convenience in discussion, 
may be designated respectively as “remedial,” “corrective,” 
and “developmental” reading. 

For the most handicapped readers in high school or college 
—usually a relatively small group—an intensive program of 
remedial teaching is the only feasible way to build satisfactory 
reading habits. In such cases, even the basic reading skills 
which normally are acquired in elementary schools are often 
lacking and, in addition, faulty habits and unfortunate atti- 
tudes may stand as high barriers to further achievement. The 
remedial work with seriously retarded readers at the high 
school or college level sometimes should take the form of in- 
dividual remedial tutoring or semi-individual instruction if 
maximum progress is to be expected. This work is not easily 
done, and for best results the instruction must be given by 
someone who, through formal professional preparation or 
through his own efforts, has become something of a specialist 
in remedial-reading instruction. 

The second element in a well-rounded program is corrective 
teaching for that somewhat larger group whose reading ability 
is below the expected standard but not low enough to require 
intensive remedial work. Corrective teaching, in this sense, can 
be done in class groups and usually can be carried out success- 
fully by teachers less highly skilled in remedial procedures than 
is required for the more seriously handicapped. Nevertheless, 
this work takes the form of specific reading instruction— 
systematically planned, adapted to pupil needs, regularly car- 
ried out. It is not incidental, sporadic, or subordinated in any 
way to the achievement of some other major purpose. 

The third possible element in a program of reading instruc- 
tion in high school and college is one for which many of you 











166 The Educational Record Supplement for January 1948 


will refuse to accept responsibility, namely, a specific program 
of developmental reading for students whose reading ability is 
average, or better than average, for their respective groups. 
Should your school take its valuable time and dissipate the 
energies of its fine professional staff on making superior read- 
ers out of average readers? If a youngster reads about as well 
as most of his age-grade fellows—even if this is quite far be- 
low his own potential achievement—does your school have any 
further responsibility in the matter? After all, he will use 
reading only a few dozen times a day, once he graduates; and 
you must teach him “useful things,” such as, fourth declensions, 
fractional exponents, and the quantum theory. In this area of 
developmental reading at the secondary and college level each 
school must make its own decision as to “what knowledge is 
of most worth.” Depending somewhat upon the caliber of its 
students and their educational and vocational plans, probably 
the answer should be “‘yes” in some schools but “‘no”’ in certain 
others. Any school which deliberately or otherwise provides 
the terminal courses for a substantial percent of its student 
body, would, in my opinion, do well to weigh with extreme care 
the value of developmental reading against the traditional 
academic work which might be supplanted by it. For many a 
high school and college, a successful program of developmental 
reading instruction would be the most practical type of educa- 
tion for life that it could possibly add to its program. The 
purpose here is served, if each of you will in all seriousness 
raise the question with respect to your school: Are we meeting 
fully our responsibility for developmental reading, as well as 
for corrective and remedial instruction? Once this question is 
raised, the good judgment of you and your colleagues will lead 
you in the direction of a well-balanced special reading program 


geared to the survey and diagnostic procedures on which it is 
based. 


GUIDANCE IN APPLYING READING SKILLS 


The third basic element in the successful improvement of 
reading among high school and college students is recognition 
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and assumption of responsibility for study habits by all the 
teachers. 

Reading is a tool. Its application in the study of science is 
not the same as its application in a class in American literature. 
Nor does the kind of reading which one must do in a class in 
mathematics meet the reading needs of a class in economics. 
Each discipline has its special vocabulary, its typical sequence, 
its unique objectives. Its subject matter is organized and pre- 
sented in ways not commonly used in other fields. These dif- 
ferences the teachers of high school and college students 
should clearly understand. Optimum ways to use reading as a 
tool in the study of biology, history, geometry, and all the rest 
is, in my judgment, a vital part of the professional equipment 
of every high school and college teacher. Without it, thor- 
ough mastery of content may stand as a yawning chasm, for- 
ever separating the instructor from his classes. 

How reasonable this sounds, when simply stated, and how 
far removed we are from it in the practices of most high 
schools and colleges! A few years ago, when the NEA Re- 
search Division had occasion to survey the situation, fewer 
than half the teachers in more than sixteen hundred high 
schools felt that they had any responsibility for the guidance 
of reading habits in their classes. There is little reason to be- 
lieve that the percent is significantly higher today. And as 
for college teachers, probably even fewer than in high school 
are aware of reading problems or are making the slightest 
effort to evaluate or guide the study habits of their students. 
At both levels there are notable exceptions—pioneer achieve- 
ments that should put to shame the characteristic indifference 
which is here deplored. If and when a significant proportion 
of the teachers begin to feel and to discharge their responsi- 
bility as directors of study habits, new and higher levels of 
reading achievement will be quickly attained. 


NEEDED EMPHASES IN ADVANCED READING INSTRUCTION 


Proficiency in reading instruction is not gained from a con- 
ference lecture such as this—no matter how lucid, or how long! 
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There would be no point, therefore, in attempting to give you 
here the “short formula” for effective reading instruction. 
Books have been (and will be) written on the subject. Nu- 
merous professors gain a precarious livelihood giving courses 
on how to teach reading at the high school and college levels, 
Far be it from our thought to cut into either the royalties 
or the tuition funds pertaining to these commendable enter- 
prises! Nevertheless, if reading instruction is the job of every 
school, and if every teacher in one way or another is impli- 
cated in the program, perhaps a few basic suggestions ought 
to be given as to some of the needed emphases in advanced 
reading instruction. Such a list is always arbitrary, incom- 
plete, and highly vulnerable, but for whatever it is worth I 
suggest these areas in which improvement usually is urgently 
needed: 

1. Depth of comprehension.—Even the most expert readers 
seldom become full masters of the fine art of comprehension. 
And as for many immature students, their chief claim to dis- 
tinction in reading prowess lies in their ability to get the fewest 
ideas from the largest number of pages in the shortest possible 
time! Better comprehension? Without this objective all 
others are as sounding brass and tinkling cymbals. Aids to 
comprehension include such special forms of guidance as (a) 
developing new concepts which form an essential background 
to assigned reading materials; (b) cultivating better oral 
language habits on the part of the students; (c) helping the 
class to understand more complex language forms than they 
themselves use; and (d) helping the class to see and to use 
the author’s own plan of organizing the materials at hand. 
These and countless other devices are timely aids not only to 
the handicapped reader but often to the superior reader as well. 

2. Improvement of the mechanics of reading.—Keeping 
better comprehension ever in the foreground, advanced read- 


*For specific suggestions, including bibliography of useful sources, see: Na- 
tional Education Association, Research Division, Reading Instruction in Sec- 
ondary Schools, Research Bulletin, XX (January 1942), 1-48; and Arthur E. 
Traxler and Agatha Townsend, Another Five Years of Research in Reading 
(New York: Educational Records Bureau, 1946), especially pp. 73-74, 177-84. 
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ing instruction needs also to be concerned with the mechanics 
of reading. Students by the thousands do reach high school 
and college with quite immature habits of reading and study. 
Irregular eye movements, narrow recognition span, faulty 
methods of attack on unfamiliar words, inaccurate return 
sweeps from line to line, vocalization in silent reading, and the 
whole gamut of errors in basic reading skills will soon be dis- 
covered by the one who seeks them. Substitution of good 
mechanical reading habits for these faulty, and often deep- 
rooted, procedures is an important goal in any program of 
remedial and corrective reading instruction. 

3. Vocabulary development.—Continuous growth in the 
recognition and understanding of words is a third important 
purpose of advanced reading instruction. Ability to dis- 
tinguish shades of meaning becomes increasingly valuable in 
high school and college. Students must learn also to recognize 
promptly from context the meaning of a larger and larger 
store of the words that have a variety of meanings. Both 
systematic and incidental attention to word meanings, there- 
fore, should provide the gateway to the extension and enrich- 
ment of students’ vocabularies. 

4. Fact-getting techniques.—A fourth emphasis which seems 
peculiarly significant at the high school and college level is 
improvement in the students’ fact-getting techniques. Much 
of the reading of advanced students (and of adults in later 
life) is reading to find and to obtain specific information. Stu- 
dents, therefore, need to learn how to skim a passage without 
waste of time and energy until they find and draw out the par- 
ticular facts that they need. They must acquire independence 
in the use of printed materials, learn how to use the standard 
helps available to them in books and libraries, and be able to 
systematize and use the facts collected. Skillful guidance in 
applying reading skills seems the only feasible way to establish 
these desirable fact-getting techniques. 

5. Flexibility in the reading process.—A fifth emphasis in 
advanced reading instruction should be the development of 
an appropriate flexibility in reading habits. Indeed, the ability 
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of the reader to adapt the speed and manner of his reading to 
the nature of the material and to his own purpose in reading 
is one of the distinguishing marks of the proficient mature 
reader. Likewise, inability to make such adaptation, but in- 
stead plodding along in a fixed and unchanging manner, is 
characteristic of many a poor reader in both high school and 
college. New motivation breaks the log jam with this diff. 
culty. Of course, ample opportunity for directed practice must 
be given, and materials greatly different in style and content 
will need to be introduced. Various purposes for reading must 
be clearly specified, and guidance should follow to indicate 
how each different purpose should affect the students’ reading. 

6. Permanent interests and selective judgment.—The read- 
ing program in high school and college should develop the de- 
sire to read and the ability to choose wisely from all the ma- 
terials that now are, and will be, available. The program has 
failed utterly when a student at graduation time closes his 
books with a sigh of relief and a resolution, which he keeps all 
too well, never to read again. Next to the development of 
comprehension, discovery of the satisfaction and joy of read- 
ing is perhaps the most vital emphasis for advanced reading 
instruction. In our interdependent modern world, democracy 
can scarcely survive on reading interests that are confined ex- 
clusively to comic strips and tabloid editions. Moreover, 
selectivity in the reading of books becomes increasingly im- 
portant as year after year in the United States alone we add 
about 10,000 new titles to an already gigantic supply. It is no 
easy task to develop permanent interest and good taste in read- 
ing. Yet, high schools and colleges have no alternative but to 
do it as effectively as they can. 


SUMMARY 


In conclusion, allow me to restate the essential argument: 
(1) that reading is a quantitative and qualitative process, 
rather than a finite present-or-absent skill; (2) that high school 
and college students in appalling numbers do not read well 
enough to meet the demands of school or of adult life; (3) 
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that colleges and secondary schools are obligated, therefore, to 
attempt a program of reading improvement—a threefold pro- 
gram of diagnosis: specific remedial, corrective, and develop- 
mental instruction; and every-teacher guidance in the applica- 
tion of reading skills to study situations; and (4) that among 
the important emphases in advanced reading instruction are 
improvement of comprehension, refinement of the mechanics 
of reading, vocabulary development, and the cultivation of 
fact-getting techniques, flexibility in reading, and permanent 
interest and good taste in reading. 

Although the scarcity of such a program is its only claim to 
uniqueness, its widespread adoption would bring about an 
educational renaissance. It would aid immeasurably to indi- 
vidual success and satisfaction, soon would lift the general 
level of educational achievement, and thus would make its 
contribution to effective citizenship. 











Thirteenth Annual Meeting of 
Institutional Members of the 
Educational Records Bureau: 

Committee Reports 


INDEPENDENT SCHOOLS ADVISORY COMMITTEE 


Wilmot R. Jones, Chairman 
Members 
*John Crocker, Groton School 
tRosamond Cross, The Baldwin School 
Harold Cruikshank, University School, Cleveland 
Raven O. Dodge, Admiral Farragut Academy 
Willet L. Eccles, St. George’s School 
Hart Fessenden, The Fessenden School 
Hope Fisher, St. Catherine’s School 
*Claude M. Fuess, Phillips Academy 
Francis O. Grubbs, The Loomis School 
Allan V. Heely, The Lawrenceville School 
Ralph C. Johnson, The Hill School 
Wilmot R. Jones, Friends School, Wilmington 
*George W. Lloyd, Mount Vernon Seminary 
Mrs. Helen Burtt Mason, The Berkeley Institute 
Duncan McCullough, Oldfields School 
Richard H. McFeely, Friends Central Country Day School 
W. Brooke Stabler, Cranbrook School 
Dexter K. Strong, Pomfret School 
J. A. Thayer, St. Paul’s School 
*Mabel Van Norman, The Mary C. Wheeler School 
*George Van Santvoord, The Hotchkiss School 
tGeorge A. Walton, George School 
Myron C. Williams, The Phillips Exeter Academy 
* Unable to be present. 


t Represented by Gene E. Smith. 
¢ Represented by Ernest F. Seegers. 
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SUBCOMMITTEE ON RELATIONS BETWEEN ELEMENTARY 
AND SECONDARY SCHOOLS 
Frank D. Ashburn, Brooks School 
Howard Corning, Jr., The Greenvale School 
Hart Fessenden, The Fessenden School, Chairman 
Thomas K. Fisher, Eaglebrook School 
*Mrs. Harriet Larned Hunt, Kent Place School 
Howard L. Rubendall, Mount Hermon School 
*Clarke W. Slade, The Slade School 
*Charles B. Weld, The Taft School 


TECHNICAL SUBCOMMITTEE 
Ralph D. Britton, The Choate School 
Edward W. Brown, Calvert School 
Thomas K. Fisher, Eaglebrook School 
James M. Hubball, The Buckley School 
*Paul W. Lehmann, Dublin School 
Frank C. Wheeler, The Choate School, Chairman 


Others Present 
Lillian Spohn, Lake Forest Day School 
Ben D. Wood, Educational Records Bureau 


The meeting was called to order by the chairman, Wilmot R. Jones. 
Dr. Wood presented a statistical report of the activities of the Educa- 
tional Records Bureau for the year 1946-47, which was illustrated by 
graphs based on different aspects of Bureau work. Since October 1946 
the number of institutional members had increased from 423 to 453. 
The latter figure represented an increase of more than 33 percent since 
1937. In October 1947 the independent schools made up slightly more 
than 88 percent of the whole group of member-institutions. 

The Bureau scored 112,500 tests in the fall and spring testing pro- 
grams for member independent schools and almost as many more for 
public schools, colleges, and individuals. In addition, 15,000 out-of- 
program tests were scored. The total figure represented an increase of 
13 percent over the figures for 1946. One hundred and ninety-three 
individuals were tested at the Bureau, 146 of them for admission to 
colleges, 33 for admission to elementary schools, and 14 for varied 
purposes at the request of parents or schools. 

One special activity in 1946-47 was a testing program set up for ac- 

* Unable to be present. 
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countants under the direction of the Committee on Selection of Per- 
sonnel of the American Institute of Accountants. The tests are used 
in college accounting courses and also experimentally in business firms, 
Thirty-nine thousand of these tests were scored this year. 

In presenting his report to the committee, Dr. Wood stressed the 
fact that the Bureau is mainly a test-scoring and research service. It is 
not a test-making or publishing organization. Its function is to dis- 
tribute and to score those tests which its committees find desirable for use. 

Dr. Wood called attention to the fact that Mr. Robert Jacobs had 
been added to the Bureau staff. One of the main duties of Mr. Jacobs 
will be to establish closer contact between the Bureau and its member- 
institutions by personal visits to the schools. It was thought that he 
would probably be able to start these visits in the winter of 1948. The 
committee expressed the hope that many schools would be interested in 
having Mr. Jacobs interpret the work of the Bureau to their faculties, 

One committee member expressed the hope that the Bureau might 
soon be in a position to recommend an agency which does testing for 
special purposes, such as remedial or psychiatric testing. It was agreed 
that there was real need among the member-schools for information about 
such an approved agency. 

Mr. Fessenden, chairman of the Subcommittee on Relations between 
Elementary and Secondary Schools, reported for that committee. It was 
agreed by the members that there was no need at present for a revision 
of the Bureau’s cumulative record card. Mr. Fessenden called attention 
to the importance of the schools’ seeing to it that standard objective tests 
were taken in stride. He emphasized the fact that standard tests are 
intended primarily for guidance rather than for placement or for admis- 
sion to school or college. He expressed the conviction that colleges 
should place less reliance than they do at present on intelligence, aptitude, 
and prognostic tests. 

The Independent Schools Advisory Committee then discussed at length 
the gravity of the situation arising from the misuse of tests. The prac- 
tice of going over tests with pupils and using them as teaching devices 
was felt to be undesirable. It was felt that this procedure helped the 
pupils very little and tended to impair the value of the test for some 
time. The Bureau has returned tests after they were scored to the 
member-schools only upon request. The purpose of this plan is to enable 
the school to make special studies growing out of the testing program. 
It was very likely, some committee members felt, that, if standard tests 
were used as teaching devices, they would tend to affect the whole curric- 
ulum—a result that would be educationally detrimental. 
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It was the feeling of the committee that the Bureau, cooperating with 
the Secondary Education Board, should immediately appoint a small 
committee to draw up a clear statement similar to that which was pub- 
lished and circulated some years ago on “Examinations, Old and New: 
Their Uses and Abuses,” by Dean C. M. McConn. It was urged that 
this statement should be very specific in presenting the dangers involved 
in the misuse of standard tests and that the matter should be brought 
vigorously to the attention of teachers and administrators. 

Mr. Wheeler, chairman of the Technical Subcommittee, reviewed the 
report of the special meeting held in March 1947, when the members of 
the Technical Subcommittee and representatives of the Secondary Edu- 
cation Board and the Educational Records Bureau met to discuss and 
consider problems and policies common to the SEB and the ERB. This 
report was circulated in full to the member-institutions in April 1947. 

It was recalled that the most important item referred to this special 
committee a year ago was a suggestion for the establishment of an end- 
of-year testing program. Mr. Wheeler reported that his committee was 
unanimous in feeling that such a program was impractical at this time. 
It was recommended that the matter be placed again in the hands of the 
Independent Schools Advisory Committee. This group felt that since 
the project had been pronounced unfeasible and since the extent of the 
demand for such a new and expensive service was problematical, the 
whole question might be tabled at this time. 

The chairman closed the meeting by announcing the election and ap- 
pointment of members to the Independent Schools Advisory Committee 
and the two subcommittees for the term beginning November 1, 1947: 
Independent Schools Advisory Committee 

Re-elected : Hart Fessenden, The Fessenden School 
Claude M. Fuess, Phillips Academy 
Elected: E. Francis Bowditch, Lake Forest Academy 
J. Josephine Tucker, Concord Academy 
Appointed : Ralph C. Johnson, The Hill School 
Charlotte Anne Keefe, The Dalton Schools 
Appointed to 
fill vacancies: J. Folwell Scull, Jr., Abington Friends School, 
to succeed George Walton, resigned 
Harold Cruikshank, University School (Cleve- 
land), to succeed Harry A. Peters, resigned 
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Subcommittee on Relations between Elementary and Secondary Schools 


Appointed : Anthony V. Barber, The Lawrence School 
Mabel B. Turner, National Cathedral School 


Technical Subcommittee 


Appointed : Francis O. Grubbs, The Loomis School 
Richard G. Sagebeer, Kingswood School 


(Connecticut) 


PuBLic SCHOOLS ADvisORY COMMITTEE 
J. Wayne Wrightstone, Chairman 


Members 


Albert J. Bartholomew, Summit High School 
*Paul D. Collier, Connecticut Department of Education 

J. R. Gerberich, University of Connecticut 

Mrs. Anna L. Rose Hawkes, Mills College 

Waldo Kindig, Plainfield High School 

*I. R. Kraybill, Middle States Association of Colleges and Secondary 

Schools 

Dorothea Marston, Montclair Public Schools 

*Charles A. Mitchell, Easthampton Public Schools 

Clarence G. Noyce, White Plains High School 

Sydney V. Rowland, Radnor Township Schools 

Ross O. Runnels, Maplewood Junior High School 

*Harry W. Shotwell, Union City Department of Education 
Fletcher Simpson, Shaker Heights High School 

Ruel E. Tucker, Great Neck High School 

Marguerite Tully, Providence Public Schools 

J. Wayne Wrightstone, Board of Education, New York City 


Others Present 
John P. Milligan, Glen Ridge Public Schools 
Robert Jacobs, Educational Records Bureau 
Arthur E. Traxler, Educational Records Bureau 


The meeting was called to order by Dr. Wrightstone, the chairman. 
Dr. Traxler was asked to give a summary report of the services of the 
Educational Records Bureau to member and nonmember public schools 
during the school year 1946-47. The committee’s attention was called 
to the fact that although public schools form only approximately 6 per- 

* Unable to attend. 
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cent of all the Bureau’s membership, eight of the new member-schools, 
or approximately 20 percent of all the schools that joined the Bureau in 
1946-47 were public schools. The number of tests scored for public 
schools amounted to 41,338, an increase of 17,306, or approximately 
71 percent over 1945-46. Although the total number of member public 
schools and colleges was only 52, or less than 12 percent of the entire 
Bureau membership, the total number of tests scored for these two types 
of institution in 1946-47 was almost as large as the number scored for 
independent schools. It was stated that the volume of correspondence 
with public schools had increased and that a large number of advisory 
letters were written to member and nonmember public schools during 
the preceding school year. 

The second item on the agenda, a proposal for a brief advisory bul- 
letin on tests for noncollege preparatory pupils, was discussed. An out- 
line which had been prepared by Mr. Jacobs was used as the basis for 
the discussion. 

The need for such a bulletin was acknowledged in order to supply 
teachers and administrators with desirable patterns of testing for non- 
college students. It was suggested that specific tests be listed in the bul- 
letin; that “intelligence tests,” for example, be described and evaluated 
because many teachers are not familiar with tests and their interpreta- 
tion and uses. Dr. Traxler mentioned the procedure followed with 
regard to the general recommendations for the fall and spring testing 
programs carried on by the Bureau for member independent schools and 
some public schools. The Subcommittee on Test Selection of the Com- 
mittee on Tests and Measurements meets twice a year and selects specific 
tests and forms of these tests which are then recommended to the schools 
participating in the program. This type of selection of tests could be 
adapted to this proposed bulletin. 

Aptitude tests in specific subjects were discussed. Specific tests in 
this area should be recommended for particular purposes because many 
teachers lack information concerning the values, limitations, application, 
and interpretation of available tests. Dr. Traxler’s book, Techniques 
of Guidance, was given as an illustration of a book which thoroughly 
covers this particular field. 

It was agreed that the preparation of an advisory bulletin on tests 
for noncollege preparatory pupils would meet real needs and that the 
Bureau should proceed with this project. 


* Arthur E. Traxler, Techniques of Guidance (New York: Harper & Bros., 
1945). 
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The committee agreed to send comments, suggestions, and criticisms 
on the outline and plans for the bulletin to the Educational Records 
Bureau on or before November 15. 

Dr. Traxler then gave a brief report on the Bureau’s experience in 
overprinting answer sheets as an aid to scoring and analysis of the results, 
A description of this answer sheet and a sample copy had been given to 
the members before the meeting. 

The saving of time, the accuracy of scoring, and the diagnostic values 
of the overprinted answer sheet were noted. It was suggested that this 
procedure might be adapted to local scoring. Dr. Wrightstone asked 
for comments on what the Bureau could do to help the schools study 
the possibilities in this type of project. 

The Bureau’s overprinting was done with a multilith. The fact that 
many school systems do not have a multilith led to a discussion of the 
use of stencils and the mimeograph. The Bureau had experimented with 
this procedure and found it to be not as satisfactory as the multilith 
process. ‘The mimeograph machines are more crude, and the danger 
of papers being jammed or not overprinted with sufficient accuracy calls 
for exacting use of the machine by an experienced operator. 

Mr. Noyce spoke briefly about the consideration which had been given 
to the question of overprinting answer sheets by mimeograph in the 
White Plains public schools. He pointed out that there is a major diff- 
culty in the fact that some answer sheets are too wide to be run through 
a standard mimeograph machine. 

It was suggested that perhaps publishers of tests could be interested 
in setting up stencils for overprinting answer sheets. The committee 
was impressed by the proposal, and further investigation into the feasi- 
bility of this suggestion was recommended. 

So far as the Bureau’s services in overprinting are concerned, it was 
explained that during the fall and spring testing programs of the member- 
institutions, the Bureau personnel and machines would not be available. 
It-might handle overprinting during midwinter and in the summer, 
but it was noted that this would not coordinate with testing schedules 
because the public schools are particularly interested in test results in 
the fall and spring months. 

It was agreed that it would be more practical for the public schools to 
handle this program locally with multilith equipment or mimeographing. 
It was thought that perhaps photo offset or other commercial companies 
would be able to make plates or to cut stencils. Under such circum- 
stances the individual schools would save considerable time of their per- 
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sonnel and be assured of a generally superior technical production of 
plates or stencils. 

A suggested project to establish test norms for suburban public schools, 
which had been discussed briefly at the meeting of the committee in the 
fall of 1946, was the next subject on the agenda. Mr. Jacobs read a brief 
report on this proposal. 

It was pointed out that the regular norms published for public schools 
are too low for most public schools in residential suburbs and for college- 
preparatory pupils in nearly all public schools. The independent-school 
norms, on the other hand, may run somewhat too high for many of these 
schools. It would apparently be helpful in the interpretation of test 
results in these schools if norms based directly upon test scores of pupils 
in suburban schools were available. Because of the expense involved, it 
is not probable that a large number of different tests could be given by 
a considerable group of public schools in any one year, but if just one 
or two tests were proposed for use at certain grade levels each year, the 
Bureau might, in four or five years, collect a considerable amount of data. 

Two of the questions taken up were as follows: 

1. Are public school college-preparatory groups greatly different from 
independent-school groups on the one hand, or the general public school 
population on the other? 

2. Would not testing in specific subjects, that is, algebra, Latin, and 
so forth, give more adequate norms than the testing of whole college 
preparatory groups? 

Dr. Milligan stated that many school systems are trying to break 
away from “college preparatory groups,” as such, in the trend toward 
“general education courses” for all pupils. Separate norms for the col- 
lege-preparatory group might be in conflict with this philosophy. 

It was agreed, generally, that norms for the suburban-student group 
would be valuable. Relative standings of participating schools could be 
published by assigning a code number to each school and presenting 
graphically the respective median performances of each school group. 

Norms would be available for three types of comparison: (1) inde- 
pendent school norms for those suburban public schools where the school 
population is probably comparable in general aptitude level with the 
independent-school population ; (2) general public school norms published 
with the tests for those schools where population is heterogeneous; and 
(3) selected public school norms (developed by this project) for those 
public schools that have a large number, if not a majority, of college- 
preparatory students. 
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It was further suggested that the Bureau prepare a summary report 
stating in more detail a proposed plan, the costs to the schools, the tests 
to be used, and so forth, for the committee’s information. A question- 
naire should accompany this proposal, and both should be sent to subur- 
ban schools to determine more accurately the interest for participation 
in such a program. 

The meeting was adjourned with the announcement by the chairman 
of the appointment of the following new committee members for a four- 
year term: Bertis E. Capehart, Oak Ridge Public Schools, Eloise B. 
Cason, Bloomfield Public Schools, Raymond L. Collins, Manhasset 
Public Schools, John P. Milligan, Glen Ridge Public Schools. 


COMMITTEE ON SCHOOL AND COLLEGE RELATIONS 


Burton P. Fowler, Chairman 
Members 
N. H. Batchelder, The Loomis School 
*Mrs. Kathleen O. Elliott, Radcliffe College 
William L. W. Field, National Council of Independent Schools 
Burton P. Fowler, Germantown Friends School 
tE. D. Grizzell, University of Pennsylvania 
*Richard M. Gummere, Harvard University 
Bernard P. Ireland, Columbia University 
Galen Jones, U.S. Office of Education 
*C. M. McConn, York, Pennsylvania 
Lester W. Nelson, Scarsdale High School 
H. Sherman Oberly, University of Pennsylvania 
*John W. M. Rothney, University of Wisconsin 
*Donald J. Shank, Cornell University 
*Eugene R. Smith, Winter Park, Florida 


The meeting was opened by the chairman, Dr. Fowler. He read a 
letter from Dr. Rothney expressing regret at not being able to attend 
and listing two problems of admission in which he was interested: (1) 
prohibitions against out-of-state students, (2) reversal of stated policy 
on the part of admission offices with respect to requirements resulting 
in inability of applicants to meet the new requirements. 

The chairman stated that the chief activities of the committee during 
the year had centered around a small conference held at Columbia Uni- 


* Unable to be present. 
t Represented by I. R. Kraybill. 
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versity on October 18. This conference was attended by representatives 
of the College Entrance Examination Board, the National Council of 
Independent Schools, and the Educational Records Bureau. ‘The pur- 
pose of the conference was to give consideration to the existing confusion 
in policies of admitting students to college. It was planned to incorporate 
a statement of the outcomes of this conference, which had been prepared 
by Agatha Townsend of the Bureau staff, in a more comprehensive dis- 
cussion of this whole question, to be issued near the middle of the school 
year. 

Dr. Oberly reported that the Executive Committee of the College 
Entrance Examination Board at its meeting during the week of October 
27 had not approved the recommendation of its subcommittee that each 
candidate for college be allowed two free choices. The College Board, 
because of lack of sufficient time to give full consideration to the question, 
tabled a resolution that colleges be urged to make public their admission 
policies and to permit candidates two free choices. 

In a discussion of plural choices, Mr. Nelson pointed out that an 
allowance of two free choices would accomplish two ends: (1) It would 
protect the college from being flooded with the present number of ap- 
plications and would provide for more intelligent counseling in the 
secondary schools; and (2) it would discourage the current emphasis on 
strategy of admission which results in unethical practices. He also urged 
more effective screening of candidates in the junior year through the 
use of the Scholastic Aptitude Test. 

Mr. Ireland reported that Columbia pays very little attention to 
choices, but attempts to secure the best candidates from the total list of 
applicants. He realizes that many second- or third-choice candidates 
may not accept the place offered, but the acceptance even of a small num- 
ber of such candidates may be a source of great strength to an entering 
class. 

It was pointed out that the problem might be less acute for the schools 
and colleges represented in the Twelfth Educational Conference, but 
that it is important, if we are to safeguard the interests of American 
education, that the more isolated high schools with inadequate advisory 
services be protected. It was repeatedly brought out by members of the 
committee that under present conditions strategy, rather than reason, 
determines the selection of first choice, and that parents are expressing 
fear that the college has lost interest in the individual. 

Dr. Oberly stressed the importance of interviews with students and 
parents, urging the need for wide discussion of problems and policies of 











182 The Educational Record Supplement for January 1948 


admission. He expressed the opinion that any dishonest representation 
of the facts by a candidate should be penalized by refusing to admit him. 

Mr. Nelson pointed out that the public school has less freedom than 
the private school in controlling the college plans of its students. It may 
not limit the number of transcripts nor charge fees for preparing an 
excessive number. Its only weapon is the confidence of the community. 
He urged widespread discussion of the problem through parent-teacher 
groups, the National Association of Secondary-School Principals, deans 
and guidance personnel, and other related groups. 


Ranking, test scores, and the principal’s statement were also discussed: 

The recommendations of the committee were as follows: 

1. To urge widespread publicity and discussion about the problems of 
admission. 

2. To encourage colleges to include in their printed announcement a 
frank statement of their policies about these controversial aspects of 
admission practices. 

3. To continue through this committee further study of these ques- 
tions, recommending that serious consideration be given to allowing 
students a limited number of free choices. 

4. To request some suitable agency or foundation to undertake a 
study of ranking. 

5. To suggest a quantitative composite index as a valuable kind of 
supplementary information. 

6. To urge the colleges to consider the advantages of greater uni- 
formity in those sections of application blanks requiring a descriptive 
summary of the candidate’s qualifications. 

In conclusion, the committee felt that it should prepare for public 
distribution a comprehensive statement of this whole problem, with sug- 
gested procedures. It was thought that this statement should stress with 
special clarity and emphasis the danger of losing sight of the major ob- 
jectives of secondary education for all our youth in the light of our 
preoccupation with requirements for the minute fraction concerned with 
college. 

All boys and girls of high school age must be engaged primarily in a 
kind of education rich in intellectual, social, moral, and spiritual values. 
With this aim constantly before us as school and college administrators, 


the business of the machinery of college admission becomes a problem 
of minor importance. 
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COMMITTEE ON TESTS AND MEASUREMENTS 


Clarke W. Slade, Chairman 
Members 


Forrest W. Cobb, Riverdale Country School 
*Margaret F. Coe, The Park School, Baltimore 
Howard Corning, Jr., The Greenvale School 
*Frederick B. Davis, George Peabody College for Teachers 
Irene A. Fike, Scarsdale Public Schools 
Archibald Hart, Calvert School 
*Mrs. Glidden Hinman, Lake Forest Day School 
Warren B. Koehler, Milton Academy 
John A. Lester, Friends Council on Education 
William S. Litterick, The Peddie School 
Harrison L. Reinke, Fay School 
Richard Sagebeer, Kingswood School 
*Cyril G. Sargent, Phillips Academy 
Clarke W. Slade, The Slade School 
George Spache, Chappaqua Public Schools 
C. Jane Sullivan, Shady Hill School 


SUBCOMMITTEE ON TEST SELECTION 


Members 


Howard V. Funk, Bronxville Public Schools, Chairman 
A. L. Lincoln, The Lawrenceville School 

William S. Litterick, The Peddie School 

J. Folwell Scull, Jr., Abington Friends School 
Clarke W. Slade, The Slade School 

Frank S. Somerby, The Buckley School 


Others Present 


Thomas F. Morrison, Milton Academy 

Spencer J. McCallie, Jr., The McCallie School 
Arthur D. Platt, Mount Hermon School 

Mary Tayloe Souther, Tower Hill School 
Agatha Townsend, Educational Records Bureau 
Arthur E. Traxler, Educational Records Bureau 
Frances Triggs, Educational Records Bureau 


* Unable to attend. 
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The Chairman opened the meeting by calling on Mr. Funk for a dis- 
cussion of the activities of the Subcommittee on Test Selection. Mr. 
Funk reported that one of the central purposes of that group has been to 
recommend to the member-schools a consistent yearly program for the 
measurement of academic aptitude, reading, and achievement. However, 
besides trying to assure the schools of a continuity in this basic testing 
program, the subcommittee has set for itself the task of examining and 
evaluating important new tests which might be of value to the schools, 
The use of the experimental program in supplying the schools with norms 
on promising tests was emphasized. The sessions of the subcommittee 
this year included a report on the progress of constructing and publishing 
the Diagnostic Reading Tests and the selection of A Brief Survey of 
Arithmetic Skills for experimental use in the current fall program. Mr. 
Funk also suggested that the subcommittee survey “certain tests now 
available and under development dealing with the personal qualities of 
pupils. It is to be noted that the program as set at present is comprised 
almost wholly of skill and power tests in academic subject matter or 
group tests of the individual’s intelligence. . . . But by the same token 
we ought not to neglect consideration of some of the newer instruments 
or combinations of instruments which will tell us more about our boys 
and girls than their academic achievement. . . .” 

Mr. Morrison, chairman of the Subcommittee on Biology Tests, re- 
ported on the revision of the special Educational Records Bureau edi- 
tions of the Cooperative tests in biology, chemistry, and physics. The 
work of the three science committees this year was devoted to a recon- 
sideration of Form ERB-XR in the light of the item analysis prepared by 
the Bureau staff. A revised form of each test was prepared and has been 
turned over to the Bureau for publication. It will presumably form part 
of the achievement testing program in the spring of 1948. 

Miss Townsend reviewed briefly the progress of the Bureau staff in 
revising the manual, “Introduction to Testing and the Use of Test 
Results.” It is anticipated that revision will be completed and the new 
publication ready for the next meeting of the committee. 

The committee next considered the special problems arising out of use 
of various individual and group tests of intelligence in the schools. It was 
pointed out that the results on a number of the group tests were in- 
fluenced by many factors besides the native intelligence of the child. 
One of these factors seemed to be reading ability. Placement of the test 
too early in the year, before the child has adjusted to a new school or 
class, or administration of the test by an inexperienced or overhelpful 
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examiner were also mentioned as two points which could affect the 
reliability of a given test record. Thus, inadequate testing in the upper 
grades and too great a reliance on tests given in the lower grades, in 
combination, often impair the reliability of the total test record. Re- 
peated testing, with full attention to known relations between I.Q.’s or 
M.A.’s derived from the tests used, was suggested as a partial solution to 
these discrepancies between academic aptitude test results. 

The chairman called on Dr. Frances Triggs for a report on the 
Diagnostic Reading Tests. Dr. Triggs described the preparation and 
distribution of the Survey Section and the Word Attack test and the 
establishment of norms for these parts of the battery. She also men- 
tioned, as a matter of special interest to the independent schools, the ex- 
perience of one private school in using the Survey Section. In that experi- 
ence it was indicated that the test was fully difficult enough to be useful 
with the rather highly selected populations of such schools. 

The committee next discussed at length the potentialities of the various 
techniques designed for the description of personality and the identifica- 
tion of pupils with personality difficulties. The major question was 
whether the Bureau as an organization could make any contribution to 
the desire of the schools to increase their effectiveness in this field. As 
Mr. Funk pointed out in a brief introductory statement, the problem 
of understanding and directing the activities of children whose achieve- 
ment records are constantly at variance with their academic aptitude 
often resolves itself into the problem of screening out children with per- 
sonality difficulties for further study. 

Tests of both the projective and nonprojective type were discussed, 
and it was stressed that the use of projective tests usually requires spe- 
cially trained examiners to administer the tests and to interpret the re- 
sults. Paper-and-pencil tests were discussed; the unsatisfactory valida- 
tion of this type was pointed out as a serious obstacle to the use of these 
tests. 

The general trend of the discussion pointed to the conclusion that the 
Educational Records Bureau would not be warranted in recommending 
such tests for general use in either an experimental program or a large- 
scale testing enterprise. However, it was moved and passed by the com- 
mittee that a subcommittee be appointed by the chairman. ‘The charge 
to the subcommittee was (1) that it study existing means, available and 
appropriate to a school setting, of increasing schools’ understanding of 
children’s personalities and (2) that it indicate in what role the Bureau 
can aid schools in this effort. It was also recommended that the subcom- 
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mittee should include in its membership school guidance people, clinicians, 
and research technicians. 

The chairman brought the meeting to a close by the announcement of 
the new members of the committee. Mr. Cobb, Margaret Coe, Dr, 
Davis, and Mr. Sagebeer were the members whose terms expired in 1947, 
New members will be Mrs. Helen Arny Macan of St. Agnes’ School, 
S. J. McCallie, Jr., of The McCallie School, Miriam D. Cooper of The 
Riverdale Country School for Girls, and Arthur D. Platt of Mount 
Hermon School. Dorothy M. Bement of Northampton School for Girls 
was appointed to the Subcommittee on Test Selection. 
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